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ABSTRACT
A Training Program in Peer Oriented Drug and
Crisis Counseling: Design,
Implementation, Evaluation
(May 1977)
Lawrence Lindstrom Ruhf
B • A
. ,
University of Michigan,
M.Ed., University of Massachusetts,
Ed.D., University of Massachusetts
Directed by: Dr. John W. Wideman
This study fully described the design of a training
program for peer crisis and drug counselors and evaluated
the implementation of this training model in a higher educa-
tion setting. Specifically, this study looked at the effec-
tiveness of Room To Move's New Staff (pre-service) training
program in developing a group of selected counselor trainees
into competent crisis counselors during the 1975-76 school
year. Room To Move is a student staffed crisis and drug
counseling and education center located at the University of
Massachusetts
.
The main purposes of this study were: (1) to review
the professional literature concerning peer or non-profes-
sional counselor training programs existing within higher
education as a way to provide the conceptual framework, ra-
tionale and understanding of the experientially based, group
centered model employed in the New Staff training program;
vi
(2) to articulate the design, philosophy, model and methods
of this experiential training approach such that replication
would be possible; (3) to investigate the effect and effec-
tiveness of this program in developing competent drug and
crisis counselors; and (4) to test out a pilot evaluation
tool, the Crisis Counselor Effectiveness Scale, that was con-
structed to be used as part of the evaluation methodology in
this study.
The impact and effectiveness of this training program
were determined by investigating three areas of development
for the group of trainees. This study argued and cited
through the literature how these areas are vital factors in
the development of effective counselors. The three areas
and the evaluation methods used to assess each area are pre-
sented. (1) Crisis counseling skills: this area was evalu-
ated by making pre and post videotapes of trainees doing
an initial counseling interview and rating the tapes accord-
ing to the Crisis Counselor Effectiveness Scale. (2) Values
associated with self actualization: the Personal Orientation
Inventory, a standard measure for self actualizing values,
was administered to the trainee group both pre and post.
Also, a control group made up of counselors in a contrasting
training program was tested similarly as a way to compare two
types of training, experiential vs. more formalized training.
(3) The personal growth and development of the trainees: two
Vll
questionnaires were designed to find out from the trainees
how this training program influenced their own personal growth
and development. Secondarily, these questionnaires focused
on: (a) An assessment of the class process and learning en-
vironment; (b) the leadership style and modeling of the
trainer; and (c) the theoretical notions of the trainees con-
cerning their own approach to counseling.
This study concluded that the Crisis Counselor Effec-
tiveness Scale, tested as a pilot evaluation instrument, was
found to be a viable instrument for this study and has the
potential to be used as a standardized instrument with fur-
ther modification. Finally, the study found that the New
Staff training program at Room To Move was effective in help-
ing the group of trainees develop crisis counseling competency
as determined from the ratings according to the Crisis Coun-
selor Effectiveness Scale, reinforced the trainees' self ac-
tualizing values as measured by the P.0.1, tests, and did
foster and cultivate the personal growth and development of
the trainees as reported in the questionnaire. Therefore,
this training program and model can be regarded as successful
in selecting and developing effective peer drug and crisis
viii
counselors
.
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CHAPTER I
BACKGROUND OF THE STUDY AND STATEMENT OF
THE PROBLEM
Overview, Purposes and Outline of the
Dissertation
This dissertation attempts to describe as fully and
specifically as possible the design of a training program for
peer crisis and drug/alcohol counselors and to evaluate the
implementation of this training model in a higher education
setting. The study will focus specifically on the New Staff
(pre-service) counselor training program at Room To Move, a
student staffed crisis and drug/alcohol counseling and educa-
tion center at the University of Massachusetts during the
1975-76 school year.
The purposes of this study are:
(1) To review the professional literature concerning
peer or non-professional counselor training programs
existing within the higher education setting;
(2) To articulate the design, rationale, model and
methods used to implement the New Staff training
program at Room To Move such that this program
could be replicated in another setting;
(3) To investigate the effort and effectiveness of
1
this program in developing competent Room To
Move counselors; and
2
(4) To test out a pilot evaluation tool, the Crisis
Counselor Effectiveness Scale, that is employed
as part of the evaluation methodology.
An outline of the different areas of information that
this dissertation will present is as follows: Chapter I, the
background of the study and statement of the problem; Chap-
ter II, review of relevant professional literature on peer
or non-professional counselor training programs; Chapter III,
an overview of Room To Move, the peer counseling agency out
of which this study takes place; Chapter IV, the selection
and training model and methods employed at Room To Move in
the New Staff program; Chapter V, the design of the study to
evaluate the effect and effectiveness of the New Staff train-
ing program in developing competent peer counselors; Chapter
VI, results of the investigation; and Chapter VII, conclu-
sions and recommendations of this dissertation study.
Background of the Study
As a background to this study, it is important to
look at the concepts and development of peer or non-profes-
sional counselors in the mental health field. Toward this
purpose an exploration into the origins of the alternative
movement in mental health will be briefly discussed for it
was out of this context that peer counseling services devel
oped both in colleges and community settings.
The Alternatives Movement
3
During the decade of the 1960s a revolution in the
field of direct mental health services occurred. One major
outgrowth of this revolution is evidenced today in the great
expansion and development of non-professional personnel who
are trained to provide adequate mental health services to a
broad range of peoples. This revolution has been character-
ized as the alternatives movement in mental health. Its
origins stem from the extremely fervent social activism and
antiestablishment political movements that occurred in the
1960s. Holleb and Abrams (1975) explain and document this
alternatives movement in mental health through a case study
approach where alternative counseling centers that grew up
in the middle and late 1960s are described and analyzed.
The revolution started as a whole generation of
youth, disenchanted and alienated from the established order
that promoted war in Viet Nam, created a counter culture
where experimentation in life styles, sexuality, mind expan-
sion through drugs and alternatives to the status quo became
the modes of rebellion and the attempts at creating a more
humane world. Holleb and Abrams write:
In the late 1960s the bloom was still on the counter-
culture. Thousands of young people were committing
their time and energy to experiments in cultural and
political change. These experiments ranged from com-
munity organizing in the inner city and marching
4against the war m Viet Nam to living in communes andfounding free schools. It was a time of radical
rhetoric and consciousness expansion. Young people
saw themselves as participants in a revolution it
was not a Marxist revolution of the oppressed working
class against the capitalist bosses but a cultural
revolutioin of middle class youth, aimed at what they
saw as a sterile, excessively consuming, overly tech-
nological, and alienating social order. (p. 1)
It was within this counter cultural context that the
alternatives movement grew. Because traditional forms of
mental health assistance were not able to deal with the prob-
lems created by this social revolution, i.e., bad drug trips,
unprecedented sexual freedom and experimentation, mistrust
of any established order, alternative counseling centers,
hotlines and drug treatment centers rapidly came into exis-
tence. Tha ideology of helping that these alternative cen-
ters embraced challenged the notions and assumptions made by
the traditional mental nealth service givers.
The alternatives movement challenged the idea that
only trained mental health professionals can be effective in
helping someone in psychological distress. The movement also
disputed the operational helping practices and underlying
politics of traditional mental health care givers. General-
ly, the alternatives movement attempted to demystify the
role and effectiveness of traditional mental health services.
Holleb and Abrams (1975) enumerated the criticisms leveled
at the mental health establishment by the alternatives move-
ment :
Fault 1: Established mental health practice rein-
5Fault 2
:
Fault 3:
Fault 4
Fault 5:
Fault 6:
Fault 7
forced an unnecessary split between thera-pist and patient. This split left the
patient in the 'one-down' position and there-fore increased the sufferer's feelings of
weakness, passivity and confusion.
Professionals were secretive about their
knowledge and deified their role in order to
maintain their high status.
Professionals vastly overcharged their
patients
.
Professionals were personally cold, iso-
lated and out of touch with the changes
that their patients were experiencing.
Professionals attempted to resocialize
their patients to the established order.
They tended to overlook the social causes
for personal pain.
The physical settings of established clinics
were cold and sterile and often frightening
for patients.
Traditional methods of therapy were often
unnecessarily long. This reinforced the
dependency on the therapist. (p. 4)
Out of this context, alternative counseling and men-
tal health centers were created to address the needs of
people whom the traditional mental health establishment
couldn't or wouldn't reach. Through the efforts of these
alternative centers, the use of non-professional mental
health service givers became widespread. These counselors
were trained to deal with the problems of people that were
either wary of professional help or were not dealt with by
the mental health establishment. On a practical level these
alternative centers also provided for the documented person
power shortage in the mental health field as described in the
next section.
6Mental Health Person
Power Shortage
Albee (1959, 1967, 1968) studied over a long period
of time the person power needs in the mental health field.
In these studies, Albee documents the increasing social de-
mands for psychological assistance and the current shortage
in psychological personnel. The social demands can be under-
stood as an outcome of the social and political strains in
this society where people experience stress, alienation and
impersonalization engendered by our highly developed tech-
nological, mechanistic and competitive society.
The unmet needs of certain groups of people became
increasingly evident during the 1960s as the war on poverty,
the civil rights movement and other people's liberation
struggles in this society were manifest. It became clear
that traditional forms of mental health assistance either ig-
nored or were ineffectual in dealing with such groups as
poor people, drug abusers, minorities, troubled youth, gay
people, women, working class people and others who were anti-
establishment. Arnhoff, Rubinstein and Speisman (1969) con-
tend that because of present mental health ideology many of
the above groups would not receive help even if there were
enough professional service givers.
To research and document this mental health manpower
problem, the U.S. Department of Labor in its Interagency Task
Force on Counseling (1967 ) did a study and reported these
7findings: (1) the necessity for counselors to respond to the
needs of increasingly diverse segments of society; (2) the
expanded role expectations for counselors revealed a need
for paraprofessional workers; (3) professional counselors
may be less effective than paraprofessionals or peer counsel-
ors m treating certain groups of people; and (4) profes-
sional training is not the only prerequisite for becoming
an effective counselor.
Emergence and Effectiveness of
the Non Professional Counselor
Through the identified need for more mental health
workers and the awareness that professionals were limited in
their impact on certain groups of people, the emergence of
the paraprofessional counselor, peer counselor or non-profes-
sional counselor came about as an alternative form of mental
health assistance for such groups. As non-professional men-
tal health service givers increased and expanded the services
for people whose needs were inadequately met, their effec-
tiveness and competence was questioned and studied.
Poser (1966) showed that counselors without profes-
sional training are
. able to provide meaningful, effective
and useful mental health services. The effectiveness of
paraprofessional counselors was also documented by Rioch
(1963). In reviewing the effectiveness of lay counselor
training and treatment programs, Carkhuff (1968) concluded
8that: (1) lay persons can be trained to function at minimal-
ly facilitative levels of conditions related to constructive
client change in relatively short periods of time; and (2)
lay counselors can effect significant constructive change in
clients
.
In another study, Carkhuff (1969a) compared the ef-
fectiveness of lay counselors versus professionally trained
counselors and found that, "While the number of comparable
studies is limited, with both inpatients and outpatients, lay
counselors effect changes on the indexes assessed that are
at least as great or, all too frequently, greater (never
significantly less) than professionals" (p. 7).
In discussing the merits of using professional versus
non-professional people to staff a crisis counseling center,
Brockopp (1973) asserts that:
Given a nonprofessional individual who is mature
in his feelings, has sufficient sensitivity to de-
velop good interpersonal relationships and enough
intelligence to act judiciously, we feel -that the
quality of the crisis counseling is about the same
as that of a professional person who is open and
has not lost his 'humanness.' (p. 254)
In documenting some central reason why peer counsel-
ors are effective helping agents, studies by Carkhuff and
Truax (1969), Hadden (1969), Hallowitz and Riessman (1967)
all supported the idea that persons with similar intelli-
gence, economic level and from like socioeconomic backgrounds
often relate better than those from disparate backgrounds.
Stevenson and Viney (1973) also pointed out in their research
9that paraprofessional mental health workers are better able
to identify with client life styles and concerns, therefore
providing clients with more appropriate models for behavior.
Carkhuff (1968) listed the following advantages that
lay or nonprofessional counselors have over professional
counselors in terms of the treatment approach and personhood
of the counselor: (1) increased ability to enter the milieu
of the distressed individual; (2) ability to take an active
part in the client's total life situation; (3) ability to es-
tablish a peer-like relationship with the client; (4) ability
to empathize more effectively with the client's life style;
and (5) ability to teach the client from within the client's
frame of reference. Generally, the lay counselor can act as
a "human link" between society and the needy.
The Emergence of Drug and
Crisis Counseling Centers
As drug experimentation rose sharply -beginning in the
mid-1960s, many drug and crisis counseling centers were
started to deal with the high incidents of "bad trips" on
psychedelic drugs. These centers were formed around the
ideology of the alternatives movement in mental health and
were initially staffed with people who were experienced drug
takers who knew the specific difficulties that these drug
problems presented. As the drug problems became less crucial
and incidents of overdoses or "bum trips" abated, manv of
10
these drug help centers evolved into alternative counseling
centers that worked not only with drugs but other personal
problems presented by clients. These centers based their
helping modes on the notions of peer counseling and addressed
the needs of people who were either mistrustful of traditional
forms of mental health assistance or were excluded by their
class, life style or personal ideology.
1^- is out of this context that Room To Move came into
being in the late 1960s at the University of Massachusetts
specifically as a direct response to the many bad trips
students were experiencing on LSD. From the initial 24 hour
a day, street people's crash pad type place where "do your
own thing" was the common ideology and everyone was capable
of helping everyone through bad trips or bum life predica-
ments, Room To Move gradually grew into a more directed,
accountable, peer alternative drop-in counseling center where
training was emphasized, primary prevention through education
was a main focus of service and Room To Move became known
as the drug, alcohol and crisis counseling service on campus.
Along with the "tightening up" of goals, guidelines
and services, Room To Move also developed its training pro-
gram so that the specific counseling and educational needs
of the UMass community concerning drug crisis and personal
crisis counseling could be successfully met. The training
program at Room To Move has developed into one of the best
sites for students at UMass to develop practical skills and
11
knowledge in counseling and preventative education. This
training program is the locus of this dissertation study.
Statement of the Problem
The preceding background of this study provides a
basic understanding and context for the development of peer
counseling services and the need for counselors who can deal
crisis or drug/alcohol problems within a college or uni-
versity setting.
The need for this study can be established through
the following evidence. Sinnett et al
.
(1976) report that
many medium sized colleges and universities have established
student volunteer peer crisis centers to help fellow students
deal with a variety of problems experienced by students.
They also state, "it is our belief that training and super-
vision can enhance the volunteer's natural resources and ef-
fectiveness in coping with a variety of human problems" (p. 9).
Carkhuff (1966) concluded from much research on counselor
training programs that there have not been any well designed
studies to assess the efficacy of such training programs.
From a review of the professional literature on peer counsel-
ing programs in higher education, it becomes clear that lit-
tle research has been done on the effectiveness of such pro-
grams. For these reasons this study can be seen as a valu-
able undertaking.
The problem that this dissertation study confronts
12
is: How to design and implement an experientially based peer
counselor training program and evaluate its effectiveness.
Toward these purposes, this study will present a thorough
description of the Room To Move New Staff counselor training
program, including an articulation of its goals, assumptions,
content, processes, philosophy and methodology. Specifi-
cally, this study will investigate and try to demonstrate
the impact of this training program on the growth and devel-
opment of 9 new peer counselors for the 1975-76 school year.
The impact of this program will be demonstrated by:
(1) how well the training program met its stated goals; (2)
the extent to which the training program contributed to the
personal growth and development of each new counselor; (3)
how well this program succeeded in helping the new counsel-
ors develop their helping skills and attitudes as evaluated
by the Crisis Counselor Effectiveness Scale, a pilot tool
originated for this study; and (4) how the training program
affected the counselors' values and attitudes that relate to
self actualization as measured by the Personal Orientation
Inventory Scale.
Significance of the Study
In reviewing the literature on peer counselor train-
ing programs, there are few descriptions and studies pre-
sented, especially where the focus is on drug/alcohol and
Of the programs written up, most are in-crisis situations.
13
adequately described, and even fewer present any kind of eval-
uation data to demonstrate program effectiveness.
This study, then, is seen as significant in that it
attempts to fully present the ideology, assumptions, methods,
and implementation of the selection, training and evaluation
of a peer counselor training program that focuses its ser-
vices on crisis and drug/alcohol counseling.
It is hoped that this study will make a significant
contribution to the fields of counselor training, peer coun-
seling, drug counseling, crisis intervention and community
based human services programs. This study is also an attempt
at trying to reaffirm and strengthen the notions and concepts
which establish non-professional or peer counseling services
as a vital and viable form of mental health assistance.
Limitations of the Study
The evaluative part of this study must be seen as a
pilot study. This means that the results and findings of
this study must remain open to further exploration and re-
search. The validity and reliability of the pilot evaluation
instrument, the Crisis Counselor Effectiveness Scale, cannot
be scrutinized as closely as those studies which use more
highly developed and formulated instruments. However, it is
hoped that the study can be used as a basis for further in-
quiry into the whole problem of measuring impact and effec-
tiveness of humanistic and exper ientially based counselor
14
training programs.
As part of this study, the Crisis Counselor Effec-
tiveness Scale is conceptualized as an outline for a general
model for drug and crisis counseling. This counseling model
and evaluation instrument must be viewed as a start in arti-
culating a model for crisis and drug counseling and not as
a fully developed model.
This study will base its conclusions on the study of
9 new peer counselors. Because of the sample size, the per-
sonal nature of the training and many variables not consi-
this study
,
a caution must be stated in terms of
isolating specific findings that can be generalized empiri-
cally to the general body of knowledge in this field. Many
of the results of this 6 month study depend on the indivi-
dual histories, personalities and particular experiences of
each participant.
Definition of Terms
As a way of setting the stage for the presentation
of the rest of this dissertation, the following terms are de-
fined to communicate clearly the essential concepts used in
the study.
Peer counseling . This concept of peer counseling
refers to counseling done by non-professional counselors who
belong generally to the same group in society as the client
s/he is helping, especially in age, life experience, socio-
15
economic or cultural status. Implicit in the notion of peer
counseling is an equality of relationship between the coun-
selor and client and a basic similarity such that a natural
understanding of the client is most likely. Examples of
peer counseling relationships are students counseling stu-
dents, reformed alcoholics counseling current alcoholics,
veterans counseling veterans, etc. This concept does not
imply that the peer counselor is strictly limited to working
with his/her "peer" group. A trained peer counselor who has
developed helping skills through working experience can also
effectively apply these skills in working with a wide variety
of peoples.
Crisis counseling . This kind of counseling refers
to a specific helping process which deals with someone who
is experiencing an immediate life crisis. Crisis is defined
as a temporary, high stress problem or situation in which
the client is relatively helpless in coping with the situa-
tion. Crisis counseling is characterized as a short term,
supportive, values clarifying, problem solving approach to
helping. Crisis counseling focuses on both situational and
development crises. Situational crises are those that are
not common to everyone's experience (drug addiction, divorce
or rape) while development crises are part of normal human
development (adolescence, death of a loved one or sexual
identity)
.
Drug/alcohol counseling . This kind of counseling is
16
similar to crisis counseling. The problem focus is on the
habituation or dependency on the particular drug and how this
is negatively affecting the client as well as exploring the
life conflicts that may have led to this crisis. The coun-
seling approach is that of crisis counseling except that
more support is sometimes called for if a person is fighting
drug addiction. A confrontative stance is also necessary at
times in working with a drug problem. Drug/alcohol counsel-
ing also calls for specific drug knowledge such as how the
drug affects the body and mind, what happens in overdose or
drug withdrawal, etc.
Experiential training . A training model and methods
that are based on the fundamental assumption that people
learn the helping process and the counseling role by experi-
encing and practicing counseling. Experiential training re-
lies on the importance of the immediate experience in the
training class as the major source of learning.
Facilitative conditions . Those primary elements or
personal attitudes or qualities of the counselor that when
conveyed to the client and experienced by the client lead to
the client's constructive growth and development.
Personal growth and development . Refers to the pro-
cess of personal struggle and strivings leading toward self
actualization or self realization. It is a process and a
striving toward becoming a unique, integrated, fully func-
tioning, healthy person.
17
Summary
This initial chapter has laid out the foundation for
this dissertation study. The background and the statement
of the problem being considered were spelled out to set the
stage for the presentation of the New Staff training and the
evaluation of this program's effectiveness.
In proceeding with the above dissertation aims, a
thorough review of the literature on peer counselor training
programs is presented next as a way to become familiar with
what has been developed in this field, and to see how Room
To Move has constructed its programs in concert with many of
the basic ideas of peer counselor training.
CHAPTER I I
SELECTIVE REVIEW OF THE LITERATURE
Introduction
This literature review chapter will present a de-
scription and critique of the documented approaches, con-
cepts and actual practices used in developing peer counselors
in higher education settings. It is hoped that this review
will provide a basic understanding of and rationale for the
exper ientially based, group centered training used by the New
Staff training program at Room To Move and presented in Chap-
ter IV.
Because the literature suffers from a lack of docu-
mentation about training drug and crisis counselors, this re-
view will consider material related to the training of peer
counselors, paraprofessional helpers and nonprofessional
counselors. Those peer counseling programs that exist in
higher education settings will be highlighted as a way to
compare these peer training models with the Room To Move
model
.
While the emergence, efficacy and importance of de-
veloping nonprofessional counselors was established and dis-
cussed in the background section of Chapter I, this chapter
begins with a look at the role and viability of the peer
18
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counselor. Following this, a critique of the selection and
training models and methods applicable to peer programs will
be presented.
The Role and Viability of the Peer Counselor
in Higher Education
The concept of the peer counselor has become firmly
established in higher education as many student counseling or
peer counseling programs have been implemented into mental
health or student affairs programs within the college or uni-
versity. This contemporary concept of using trained student
helpers to supplement student services in the areas of aca-
demics, mental health, crisis intervention and advocacy came
out of the revolution in human services where the use of non-
professional service givers was established. More and more
colleges have utilized this notion of expanding and broaden
ing student services by developing peer service oriented
programs. Anderson et al. (1975) have observed that, "across
the nation, colleges and universities are effectively ex-
panding educational services and mental health services to
students through the use of trained student helpers" (p. 5) .
The idea for trained peer helpers came from the re-
alistic notion that people often turn to their peers for
help and advice. Tyler (1969) explained that everyday room-
mates often share concerns and problems with each other and
friends offer support and understanding for one another. She
20
felt that human services programs could be expanded by capi-
talizing on the development of these very natural helping re-
lationships. in describing the notions and concepts of a
crisis intervention program in college settings, Sinnett et
al. (1976) observe that people who are in any kind of emo-
tional trouble turn first to peers for help. Sinnett states:
This is an established fact and while some profes—
sionals minimize the role of the first line of de-
fense or coping, the author feels that the contri-
butions of peers to the helping process can and
should be significantly enhanced by training. (p. 10)
The peer counseling concept according to Dunlap
(1973) uses the knowledge of the peer relationship and builds
on the awareness that students frequently turn to peers for
help. It also takes advantage of the student's search for
self identity and meaningful experience. In further re-
search, Dana, Heyner
,
and Burdette (1974) did a study of
crisis intervention services on a university campus and con-
cluded that from their sample of students studied that stu-
dents prefer help from their peers to that from profession-
als identified with campus facilities in times of crises.
The importance of utilizing peer helpers in college settings
becomes clearer in light of a study done by Smith (197 4 ) who
studied student counseling preferences. It was found that
the majority of students preferred a fellow student as the
source of help with a personal-social problem, and students
show a consistently strong preference for counselors of their
own age and socioeconomic background.
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Not only have peer counselors in college settings be-
come more prevalent but their work has been scrutinized by
many researchers and their effectiveness has been compared
to professional counselors in colleges. Gruver (1971) did
an exhaustive literature review looking at the whole concept
of using college students as therapeutic agents. He con-
cludes that college students can be useful and effective as
therapeutic agents. Gruver states: "The use of nonprofes-
sionals in general and college students in particular offers
promise in the effort to provide more complete mental health
services to an ever increasing population" (p. 124). in a
study comparing the effectiveness of student counselors with
their professional counterparts, Zunker and Brown (1966)
found that indeed the student counselors turned out to be
more effective than the professionals. in other studies that
looked at the effectiveness of peer counselors in relation
to professionals Persons and Marks (1970) and Riessman, Cohen
and Pearl (1964) conclude that trained peer counselors can be
just as effective as professionals if not more so.
What are the qualities and attributes, besides educa-
tion and training, that distinguish the peer counselor from
the professional and that seem to enhance the peer's working
effectiveness? Again and again, the literature points out
that clients feel more comfortable relating their problems
to someone of similar age, culture, socioeconomic status and
lifestyle (Egan, 1975; Gravitz, 1974; Gruver, 1971). There
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seems to be an implicit feeling that the peerlike status of
the helper insures a greater understanding and sensitivity
to the client's problems than expected from the more "dis-
tant" professional. in the case of the student peer counsel-
or the possibility of the counselor knowing and experiencing
many of the same issues, constraints, environmental reali-
ties as the peer client is great. This may give the peer
counselor a more immediate empathetic grasp of the client's
situation. Accurate empathy is the single most important
therapist characteristic in determining the outcome of ther-
apy according to Rogers (1957) and Truax and Wargo (1966).
Given this assertion, Gruver (1971) argues that if feeling
closer to the therapist in social status facilitates "in-
stant felt empathy" then college students should be even
more effective in working with other college students.
Reiff and Riessman (1965) postulated that the
greater flexibility in terms of appropriate and accepted
behaviors on the part of the non-professional or peer coun-
selor may be an asset. Whereas a college student helper may
go with his/her client for a walk or sit and have coffee,
the professional, by virtue of his/her role would not engage
in these activities. In looking at the role of the student
counselor, Mitchell (1966) posited that the casual dress of
peer helpers, their idealism, spontaneity and enthusiasm all
seem to enhance the effectiveness of their role. Another
point about the desirability of peer help comes from the fact
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that many people feel a st igma about seeking professional
psychological help. The common conception is that you have
to be sick or very troubled to seek this kind of help. There
is much less of a stigma in seeking out help from a fellow
student
.
Professional counselors have not had much success or
impact on certain populations of people. Blau (1969) re-
ported that drug abusers, alcoholics, juvenile delinquents
have largely been neglected by professionals since much of
their effort with these people has been fruitless. He also
stated that the non-professional, in contrast, has had a
great deal of success working with these kinds of problems.
This argument can also be extended to the lack of effective-
ness of professionals in dealing with ethnic minorities, i.
e.
,
blacks. Latinos. Again the peer concept of helping has
turned out to be more effective in dealing with these
people. Gravitz and Woods (1976) detail this fact in de-
scribing the need and development of their multiethnic peer
counseling program at the University of California, Santa
Barbara. In an earlier article, Gravitz (1974) says that
this "peer counseling program was established to meet the
counseling needs of students who tend to be alienated from
more traditional resources of help" (p. 1) . This rationale
is similar to the rationale for the establishment of many
peer counseling programs in colleges, especially in the
areas of drug abuse, minorities and women's services as well
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as crisis intervention.
The roles and responsibilities of peer helpers in-
volved m college student services differ according to the
varying purposes of the programs. Some peer counselors are
used as preventive agents, working with student groups as a
facilitator and link vis-a-vis the professional counseling
center. The peer counseling program at Santa Barbara
(Gravitz, 1974) is an example. Sinnett (1976) describes the
role of college peer counselors more as mental health first
aid givers who lend a supportive hand to students in crisis,
who in turn can utilize professional helpers if the problems
are of a more severe nature. At Illinois State, Clark et al.
(1975) describe the main role of the peer counselor as that
of student academic advisors. Persons et al
.
(1973) state
that at Antioch College the peer helper is employed and de-
scribed as a student psychotherapist and is used to increase
the mental health services for the large number of students
seeking psychological help. The peer counselor then performs
in many helping roles across the spectrum of prevention,
remediation, support giver, and therapist.
Within this spectrum of peer helping roles, a politi-
cal aspect is apparent. Some programs, especially those
linked with a professional counseling service, stress the
limitations of the peer helper while others stress the ex-
pansion and development of the peer helper as an effective
therapeutic agent. Through the studies that compare the
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counseling effectiveness of peer and professional counselors,
many professionals tend to minimize the role and effective-
ness of peer helpers. Rioch (1966) in looking at this issue
suggested that psychologists and psychiatrists are not exempt
from feelings of resentment.
If we have invested long years of hard work in
achieving a high professional status, including
many courses that were dull and many examinations
that were nerve wracking, and we are told that
some young bit of a girl with no training can do
the job as well as or better than we can, it is
natural that we should try to find some objec-
tions. (Rioch, 1966, p. 291)
Reiff (1967) suggests that there are dangers of a
power struggle between professional and non-professional
counselors and that there are tensions surrounding those
struggles. The problem of control, need for and amount of
training required of the non-professional and the issue of
effectiveness are all issues that relate to the profession-
als concern about the non-professional.
In summary, peer student counselors performing ser-
vices in academic, mental health, crisis intervention and
advocacy roles and areas have become increasingly a part of
the human service programs in higher education. The litera-
ture not only reinforces the efficacy of these non-profes-
sional helpers but demonstrates their particular effective-
ness in working with fellow students, especially those stu-
dents not effectively dealt with by the campus professional,
i.e., drug abusers, ethnic minorities. With this prolifera-
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tion of peer human service givers, many inherent difficul-
ties, questions and conflicts have arisen as professional
helpers have articulated their concerns about this movement
in the human services. Further study, exploration and mutual
dialogue is necessary to bridge this credibility gap between
the professional and non—professional
.
Review of Selection Procedures for
Peer Counselors
Delworth (1972) in beginning a discussion concerning
the importance of selection in determining a successful cri-
sis counseling program, relates the following:
The staff of any crisis center is the key to its
success. Without effective helpers all other in-
gredients will be useless in providing a viable
service. Effective staff are produced through two
essential developments: selection and training.
Training without proper selection is usually in-
efficient and can also be pointless and ineffective
in the long run. (p. 18)
Although the selection of peer counselors is seen as a most
crucial part of a counselor training program, selection
procedures and standards are inadequately described, in some
cases omitted, in the literature on peer counselor training
programs
.
Most peer or nonprofessional counseling programs, in
writing up their selection criteria, tend to list personal
qualities that are seen as vital to the makeup of an effec-
tive or potentially effective counselor. Individual and/or
interviews are often used to determine which of thegroup
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prospective peer counselors possess the necessary motivation,
personal qualities and natural helping skills that are re-
quisite for an effective helper.
In the peer counseling program at Antioch College,
Persons et al. (1973), selection of undergraduate therapists
was based on the following personal qualities of the appli-
cants: maturity, sensitivity, warmth, personally strong and
empathetic. At Illinois State University, Clark et al
.
(1975) state that the selection criteria for undergraduate
para-professionals were interpersonal skills, motivation,
entrepreneur skills, grade point average, year in school,
and flexibility and acceptance of different life styles.
As difficult as it is to judge the above criteria in another
human being, there are many different procedures or methods
that programs employ to determine the degree to which a per-
son meets its selection criteria.
To illustrate the range of different selection proce-
dures, the above two programs handled this problem quite dif-
ferently. The undergraduates were selected at Antioch solely
on the recommendation of one person presumably in authority
at the college counseling center. In contrast, para-profes-
sionals at Illinois State were chosen by an elaborate and
thorough screening and examination that included:
1. Three recommendations from previous work;
2. Filled out application-questionnaire form;
3. An interview with two staff that included a
role play to assess the level of helping skills;
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4. List of applicants limited to only twice asmany as needed for the program;
5
'
staff;
9r°UP interview with Para-professional
6. Short interview with professional staff fromj_3ted counseling center; and
7. Final selection by the selection committee.
These two extremes seem to articulate the ends of
the spectrum as far as program selection procedures are
stated in the literature. The Antioch selection method is
too dependent on the subjective judgment of one person to be
widely acceptable as a selection method. Most peer programs
use a number of screening procedures, many of which are out-
lined above in the Illinois State program. Some of these
specific methods, particularly the group interview, will be
discussed later in this section.
Whatever procedures are employed by a program, final
selection of a group of peer counselors tends to become based
on the subjective judgment of the selection committee. This
fact is highlighted by Brockoff (1973) in his description of
the final selection of a group of telephone crisis counsel-
ors . He states that the selection was based on all data col-
lected and the "gut" responses to the person as felt by the
staff
.
Some peer counselor training programs approach selec-
tion of helpers by a weeding out process during a pre-service
training program. Anderson et al. (1975) write about the
peer helper training program at Virginia Western Community
College where a modular training approach is used. Sixteen
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individual training modules make up the training. a pre test
and post test evaluation is administered for each module of
training. Final selection of peer helpers is based on the
post test scores, peer evaluation of effectiveness in inter-
personal relationships and trainer evaluation. The crisis
counseling program at David Douglas Public Schools, Portland,
Oregon (Parnell, 1974) also includes most applicants in
pre-service training and weeds out unqualified people during
the training through periodic evaluation methods.
One criticism of this kind of selection is that it
can be inefficient and time consuming, especially if a large
number of applicants are involved in the pre-service train-
ing. However, this method gives certain kinds of people who
may not do well in interviews a chance to prove themselves in
the real training situation.
Many researchers and counselor educators feel that
selection criteria and procedures should be established,
based on the job description or work to be done (Delworth,
1972; Riessman and Popper, 1968; McLennon et al., 1966).
Once the job description is made clear then adequate selec-
tion procedures can be formulated to insure that the best
people are selected to fulfill the job.
Zimpfer (1971) also agrees with the idea of a job
description determining selection procedures. He outlines
recommendations for selection of para-professional helpers
as follows: (1) determined by needs and priorities of the
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program; (2) job description and selection criteria should
be made available to the candidates; and (3) selection cri-
teria should include personality factors.
The New Careers Movement which was started to create
on the job training in human services work for the poor, ad-
vocates a close connection between the selection procedures
and the job to be done (Pearl and Riessman, 1965)
. Because
the new careers concept is to have much of the training
done while on the job, which is similar to many peer counsel-
ing and crisis centers, it is vital that people be selected
who already have developed "people skills."
Examples of job descriptions that were written to
articulate the role functions of peer helpers come from the
peer counseling program at the University of California,
Santa Barbara (Gravitz, 1974) and the peer program at Vir-
ginia Western Community College (Anderson et al., 1975).
Both examples are overly brief and generalized but reflect
how many of the peer programs articulate the counselor's job
description. At Santa Barbara the peer counselor's role ac-
tivities include; (1) work as liaison between student groups
and counseling center; (2) acquaint students with services
of the counseling center; (3) suggest better ways of meeting
student's needs; and (4) back up and support services to pro-
fessional staff. The peer helpers' role activities at Vir-
ginia Western include: (1) function as an academic advisor;
(2) act as a tutor; and (3) perform direct counseling to stu-
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dents. m both of the above program descriptions, there is
not much congruence between the job descriptions and the
selection procedures as presented in the two write-ups. This
may hold as a generalization for many of the peer counseling
programs that have been written up in the literature.
What are some of the best and most utilized selection
methods or procedures that have been employed by peer or
para-professional counseling programs? The purpose and
merits of using an application questionnaire, role play coun-
seling situation, and group interview will be explored in the
next section of this chapter. Other methods of selection
that have been used, but not as frequently, will also be dis-
cussed.
Application-questionnaire
. This method usually be-
gins a selection process and is intended to gather all per-
tinent data about the candidate, i.e., name, class, major,
previous experience in the helping role. More important,
specific questions are included to elicit the applicant's
attitudes toward and knowledge about such issues as drugs,
sexuality, racism, the helping process. The application can
then be used as a point of discussion in an initial inter-
view. This method serves as a beginning screen to weed out
any blatantly unqualified people and can be used as a basis
for further discussion and elaboration. Many nonprofessional
counseling programs advocate the use of this procedure in
the selection process (Hurley and Hopkinson, 1973; Parnell,
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1974 ; Clark et al.
, 1975)
.
Role-fil^y counseling, situation
. This selection
method provides the candidates with an opportunity to display
their helping skills in a simulated counseling session. The
selection committee can also determine much more clearly how
the candidate practices his/her counseling approach. Del-
worth (1972) cites the role play method for selection as not
only being useful but increasingly more programs are employ-
ing this method. Delworth states that:
Among the techniques developed has been an extensive
use of role playing in a near-realistic situation.
. • . These techniques emphasize the strengths ofmany helpers who are better at doing than at talkina
about how to do it. (p. 21)
Brown (1969) describes how the use of a role play
situation is employed as a major method of selecting dorm
counselors at a two year college. Brown states that "the
role play situations tended to separate the candidate who
could talk a good game from those who could not." Although
this method for selection has been used more and more by peer
and nonpro fes sional counseling programs, the role play tech-
nique has been used much more extensively in the actual
training programs. Discussion of this method will be more
in depth in the training section later in this chapter.
Group interview
. In the group interview, a number of
candidates are interviewed by staff in the context of a small
group. The group interview is one of the most widely used
selection procedures for peer counseling programs. This
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method allows the selection committee to observe candidates'
interaction and interpersonal styles. it also affords an im
Pres si°n of the candidates leadership qualities, listening
skills, abilities to draw others out. Riessman (1967) ad-
vocates the use of group interviews as an economical method
and observes that the group process allows the peer selec-
tors a chance to see who listens, who is sensitive, who is
secure and relatively confident in this kind of interview.
Hurley and Hopkinson (1973) write about the selec-
tion of peer counselors at Kent State University and describe
what it is that the selectors are looking for in the selec-
tion group interviews:
1. Quality of being able to engage others;
2. Ability to listen and to respond appropriately
to others;
3. Evidence of being in touch with feelings;
4. Honesty in expressing anxiety or other feelings;
5. Skill in tactful confrontation; and
6. Congruency of their expressed attitudes on the
questionnaire with their interview behavior.
Other selection methods . Standardized personality
tests to determine personal characteristics that would pre-
dict peer counselor effectiveness have been utilized by many
researchers, especially for dormitory counselors (Chanin,
1975). Chanin found through a search of the literature that:
The majority of sources are in agreement that these
standardized instruments have thus far been unable
to predict either who would be selected as a dorm
counselor or who would be rates as competent and help-
ful by his/her peers. (p. 22)
With the similarity of roles and function of the peer counsel-
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or and the Residence Hall counselor, one can assume that this
research would hold for selecting peer counselors.
Another development in the methodology of selection
comes from Carkhuff (1969, who advocates the testing of a per-
son’s current functioning as a helper. This is done by hav-
ing the candidates read a series of client statements and
then make both a written response to the client statement
and rate four already written counselor statements on a scale
from 1 to 5 in order to discriminate good from bad counselor
interventions. Carkhuff’s notion is that people who can dis-
criminate good from bad counselor responses are more likely
to be able to communicate good responses. The candidate's
initial written response is also rated by staff members to
look at how good an intervention the candidate made from the
client statement. This method has been employed by Road
House, the crisis center at Colorado State University. Del-
worth (1972)
,
who played a major role in developing Road
House, thinks that peer counseling centers can create their
own counselor discrimination tests. She is also somewhat
critical of this method. She states:
Research suggests that discrimination is a necessary
but not sufficient condition for good communication.
That is, good communicators are also good discrimina-
tors, but not every one who does well on discrimina-
tion will be a helpful communicator. Since crisis
centers are in the business of helping others through
facilitative communication, it is much more important
to concentrate on this aspect during selection. (p. 22)
Overall the above two selection procedures, personal-
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ity tests and discrimination tests, are not widely used for
peer counselor selection. However, the latter method does
show some promise, especially as a training method. Clearly
more practical use of Carkhuff's discrimination instrument
must occur before major judgment on its use for selection can
be rendered.
At the peer counseling agency for the University of
Massachusetts, Room To Move, selection procedures used for
volunteer counselors are the application-questionnaire, ini-
tial interview with a staff member, group interview by selec-
tion committee, and final selection (Ruhf, 1976). The entire
process is done by the peer counseling staff with no input
by the affiliated professional counseling staff. For paid
staff positions, a role play is sometimes employed. A
thorough description of the selection process is included in
Chapter IV.
In summary, selection of qualified, motivated helpers
is essential for a successful peer counseling program. To
insure the selection of the best applicants it is important
to define the job to be done, articulate selection criteria
based on the job and screen the counselor candidates through
certain selection procedures such as an application-question-
naire, group interview, role play situation, or other methods
that might be tried out.
Most peer counseling programs that have been written
up in the literature suffer from not having articulated
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either very well or at all their selection process. it is
essential that selection is well thought out, well imple-
mented and documented to insure continual program effective-
ness .
Review of Training Models and Approaches for
Peer Counselors
In this section the major training models and devel-
opments in counselor training that have been applicable to
peer counseling programs will be reviewed (Carkhuff and
Truax
, 1967; Ivey, 1971; Danish, 1973; Brammer
, 1973; Cark-
huff, 1969; Egan, 1975). Other training approaches as well
as specific peer training programs in higher education set-
tings will also be reviewed.
In the descriptions of the peer training programs,
which on the whole tend to be sparse and generalized, pre-
service training and in-service training are distinguished.
Most of the focus in the training literature is on the pre-
service model which is set up to prepare a counselor to be-
gin work in the helping agency. The pre-service or prelimin
ary training emphasizes the basic knowledge and role explica
tion needed to work as a counselor, the development of fun-
damental helping skills and approaches necessary for effec-
tive helping and the trainee's own personal growth and aware
ness of self. In-service training tends to take the form of
on-going staff training that focuses on specific helping is-
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sues such as racism awareness, human sexuality and the over-
all refinement of helping skills, values and approaches.
Generally, the training programs developed for peer
counselors include the following major goals: (1) acquisition
and/or development of basic counseling skills; (2) personal
growth and development and increased self awareness of
trainees; and (3) basic knowledge of the helping process plus
other content areas related to the services of the particular
helping agency. Brammer (1973) tends to agree with these
basic training goals by offering the following essential ele-
ments that he deems necessary for an effective training pro-
gram: (1) practice in basic counseling skills through exer-
cises, practice of counseling and simulations; (2) opportuni-
ties for self awareness through counseling and group experi-
ence; and (3) exposure to real life problems through a prac-
ticum experience.
The focus on the personal growth and development of
the trainee as a crucial dimension of effective counselor
development comes from the idea that the personality of the
counselor is the principle tool in the helping process.
Brammer (1973) advocates this idea and feels this training
focus is a way to have the trainee develop his/her "self
as therapeutic instrument." The importance of this training
focus will be further documented and explained in later chap-
ters in this dissertation.
Since these training goals are seen as crucial to
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effective counselor development, the training models in
this chapter will be reviewed according to how effective
they are in developing counselors for each of these areas.
The basic learning assumptions inherent in the training
models as well as the benefits and limitations for each model
will be presented.
As a way to understand and differentiate the various
training models reviewed in this chapter, it is helpful to
distinguish between "formal" and "experiential" training ap-
proaches. Wideman (1970) distinguished these two basic ap-
proaches in the following ways. Formal systems or approaches
to counselor education emphasize the logical, ordered acquisi
tion and mastery of particular forms of knowledge, thought
and procedure. These formal systems integrate the tradition-
al educational methods of didactic instruction, cognitive
learning and logically ordered class curriculum. These train
ing systems focus on a theoretical orientation. They create
an illusion of a high level of certainty, control and sys-
tematic efficiency. The effectiveness of such systems comes
from perceptible
,
tangible forms of learnings. it is no won-
der that formal systems have been the prevalent form of coun-
selor education in our goal oriented product demanding soci-
ety since they guarantee an observable product (the knowledge
instilled student)
.
Experiential systems of counselor training, in con-
trast to the formal, consider the present on-going experience
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of the training sessions as the most vital source of the
counselor s learnings. The major premise of experiential sys-
tems of counselor education is that people learn counseling
from the understanding and authority of their own experience
of the helping process. Therefore, the on-going process of
experiential training becomes the critical data base from
which learning is derived. The ways in which people communi-
cate with each other, what people talk about, how people are
dealt with or responded to in the training sessions, how
people help each other communicate and learn, these are all
descriptive of the on-going process. The understanding and
recognition of these happenings is central to development
of facilitative communication and helping skills. Rather
than presenting facts and theories from others, experiential
training places the trainee in a group which stresses the
experiencing of helping through the group process and learn-
ing structures (i.e., role playing) that give trainees a
chance to practice counseling by helping each other. in ad-
dition, trainees derive their own counseling theories from
their own experience and practice of helping. In reference
to the aims of experiential training Wideman states, "the
aim of the teaching-learning process is the enhancement of
the student's own autonomous competence, self development
and responsibility" (1970, p. 221).
Many peer counseling programs use training models
that are experientially based. These models include the use
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psychodrama methods, i.e., role play and a group counseling
developmental group model
. Many peer programs have adop-
ted more formalized or "systematic" models that may include
experiential methods. The main training models of this type
include Truax and Carkhuff's empathy training (1967), Ivey's
micro-counseling training (1971), and Danish's systematic,
sequential approach to the developing of helping skills
(1973). The main training models, both systematic and ex-
periential, that have influenced peer counselor training pro-
grams are presented and reviewed below.
"Systematic" Training Models
Systematic counselor training approaches assume that
there are specific counseling behaviors and procedures that
trainees can learn through a pre-scribed, sequential, order-
ly training process. These models approach training through
a component parts ideology, that is, break down helping com-
munication into observable parts and teach these parts to
the trainees.
Truax and Carkhuff (1967) developed an empathy train-
ing model which focused on the development of facilitative
conditions (empathy, genuineness, unconditional positive re-
gard) through specific training in these behaviors. The
basic training procedures in empathy training are for each
trainee to initially counsel a role played client and have
this either videotaped or audiotaped. These tapes are then
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rated to establish the trainee's level of empathy, genuine-
ness and unconditional positive regard. Each primary condi-
tion is broken down into a five point scale that measures
performance level for each variable. The actual training
focuses on teaching the explicit behaviors that are defined
for each primary variable. These behaviors are defined,
practiced and critiqued in the training class. In addition,
trainees, through listening or viewing different examples of
counseling learn to discriminate whether there is evidence
of high or low levels of the primary conditions. At the end
of the training, the trainees are taped doing a similar coun-
seling session and rated according to the three essential
conditions. The initial and ending ratings are compared to
observe the trainee's level of improvement.
Numerous investigations into the use of this approach
to training for student counselors or similar variations of
this method have been done (Berenson et al., 1966 ; Gimmestad,
1971; Gravitz, 1974; Campbell et al
. ,
1971). It is reported
by most programs that use this approach that trainees do im-
prove their rating scores on the three primary dimensions de-
veloped in training. Before raising some issues concerning
this model, the crucial assumptions that underlie this model
must be put forth. Those assumptions are:
1. Empathy, genuineness, and unconditional positive
regard are necessary and sufficient conditions
for positive impact on the client;
2. These conditions or 'personal qualities' can be
seen as basic skills that translate into opera-
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3.
4.
5.
tionalized behaviors and can be developed andimproved m a training program; P
of
C
thesp
1
?Lfed only focus on the development
helper;
three conditions to become an effective
Improvement on the rating scales signifies learn-ing improvement and behavioral mastLy of thethree conditions; and
Being abic to discriminate the degree of primaryconditions present in a counseling interview willimprove the counselor's ability to incorporatethese conditions in his/her own counseling.
This training approach and the assumptions that di-
rect it attempt to develop effective counselors through a
training process that seems, at the heart, contradictory.
A regimented systematic training approach that tries to de-
velop in trainees those essential "personal qualities" of
helping without mentioning how these qualities are inte-
grated into and manifested in the actual training process
seems untenable. What we then can conclude is that people
systematically learn to improve their rating scores accord-
ing to the tight definitions and behaviors delineated in the
training as Wideman (1970) points out:
The authors claim significant success in training
effective counselors. But the success is measured
by the rating scales which were used as the major
focus of training procedures. So, strictly speaking,
all that can be said is that through training with
the rating scales, the students learned to get high-
scores on the rating scales. (p. 119)
There is an argument about whether the so-called pri-
mary conditions, which can be seen as personal qualities of
the counselor, can be significantly improved through explicit
training of these essentials. Campbell et al
.
(1971) in try-
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mg to validate a scale that can measure affective sensitiv-
ity (empathy) conclude that empathy is a psychological trait
that can be developed through training. wideman (1975) ar-
gues that the primary factors (empathy, respect, authenticity
care, judgment) cannot be deliberately taught or learned.
He states:
We can deliberately teach and learn various counsel-ing tools, such as eye contact and reflection of feel-
u®
cannot teach the personal qualities and
skills which determine whether a tool will be used tohelp or harm the client. I think this distinctionis crucial to adequate counselor preparation.
In short, the primary factors are beyond our powers
to deliberately control them and if we try to teach
and learn them through will power (the imposition of
forms) we will distort or destroy what natural powers
we already have. (p. 45)
Although not many peer counseling programs use the
empathy training model by Truax and Carkhuff, much of the
technology and ideology has been adopted. Use of videotap-
ing and ratings both as a training and an evaluation tool
have been widely integrated into many training programs.
Also the notions of facilitative conditions has had much
ideological use in training conceptualizations.
A widely used training approach that has had much
application in peer counseling or non-professional training
programs is Ivey's micro-counseling model (Ivey et al
. ,
1968;
Gluckstern, 1973; Haase and Guttman, 1972; Hurley and Hop-
kinson, 1973; Clark et al., 1975). Ivey's model focuses on
a "systematic," specific skills training approach that aims
at teaching attending behavior (eye contact, body posture,
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verbal following), reflection of feeling, paraphrasing and
summarization of feeling. it is assumed that the above
skills are basic to effective communication and therefore the
model has application not only for counselor training but
teacher education and psychological education.
Ivey's method of training begins with the trainee
being videotaped in an initial five minute role played coun-
seling session. The trainee then reads a description of the
above micro—counseling skills and views videotapes where
examples of good and bad skills are evidenced. The initial
videotape of the trainee is then viewed and the trainee
rates his/her own skills. Discussion of the specific skills
is then done with a supervisor. Another role played coun-
seling session is done with the trainee being videotaped.
This gives the trainee a chance to demonstrate the micro-
skills. The above procedures can be repeated to bring the
trainee's skills to an adequate level. The key to learning
is to practice the skills and receive immediate feedback to
improve the specific skills.
Assumptions that embody this training model include:
1. Effective communication skills can be broken down
into component parts and taught through defining
the skills, practicing it and teaching it;
2. These skills are best learned through a sequential
and systematic approach; and
3. Counselor adequacy is defined as a proficiency
in the basic micro-counseling skills.
Studies have shown that the micro-counseling model
is effective at training people to improve according to the
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ratings of specifically taught skills (Haase et al
. , 1970,
1972). However, these studies also show the need for con-
tinual maintenance of these skills or they diminish signifi-
cantly over time.
The same concerns or critical analysis for the em-
pathy training of Truax and Carkhuff above hold here. The
trainees improved in their ratings on the skills after ex-
plicitly defining and practicing of the skills. However,
there is no way to know how these skills are integrated into
the complex process of helping another human being in pain
or distress.
The author feels that with beginning counselors, the
use of micro-counseling training may be initially harmful to
both the novice counselor and his/her client. Because of
inexperience, need for tangible handles and role anxiety,
the novice counselor may concentrate too much on manifesting
the learned micro-skills behaviors and end up missing the
client. This model, similar to the empathy training model,
does not teach how to work with the immediate needs of the
client. Hardin (1975) speaks to this in her analysis of
micro-counseling
.
One unresolved problem of micro-counseling is to
what extent ought people have room to decide just
what they will do, use or teach? Micro-counseling
workshop format is sequential and each step is care-
fully defined. Minimal attention is given to begin-
ning by diagnosing the individual's needs and what
skills he or she wants. (p. 34)
In other words, the micro-counseling instructor does not at-
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tend to the immediate concerns of the trainees and use this
in the learning process.
The micro-counseling model, with its definable, ob-
servable and teachable objectives and emphasis on basic at-
tending skills, gives the illusion of a behaviorally sound
training approach. Trainees can demonstrate the explicit
skills that they have practiced but because these skills have
not been learned from the needs, motivations and learning
concerns of the learner
,
they can become merely a parody of
what a counselor does that is helpful. In this model there
is not mention of how and when to use these skills toward an
effective helping relationship.
tsrms of the three training goals set out in the
beginning of this chapter, this approach deals with counsel-
ing skills development. it does not attempt to foster per-
sonal growth and development in trainees nor impart factual
knowledge about counseling.
From the criticism leveled at this model, micro-
counseling can be viewed as a positive training tool for al-
ready developed counselors grounded in their own experience
of helping who want to work on refinements of their helping
style. However it is not advisable to use this approach as
a primary method for training beginning counselors. The
same can be said of the empathy training model.
Another widely used systematic training model in
helping skills was developed by Danish (1973). Some train-
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ing programs and counselor educators that advocate the use
of this model are Delworth (1972) and Anderson et al
. ( 1975 ,.
Danish, through a sequential training program that
uses dydactics, experiential practice and homework, attempts
to teach basic helping skills through a six stage developmen-
tal model of training. The six stages of training are:
1. Understanding your needs to be a helper;
2. Using effective non-verbal behavior;
3. Using effective verbal behavior;
4. Using effective self involving behavior;
5. Understanding others' communication; and
6. Establishing an effective helping relationship.
The procedures used to teach the above skills are similar to
how Ivey constructs micro-counseling training. The proce-
dures are: (1) define the skill or ability to be learned;
(2) discuss need for learning the skill; (3) give examples
of the skill; (4) specify level of achievement necessary for
effectiveness; (5) practice skill including homework; and
(6) become acquainted with the next skill to be learned. The
above procedures are followed explicitly in each stage of the
training
.
This training model is of a short term nature and
assumes that trainees, through this orderly, sequential pro-
cess can pick up and integrate each of these skills into
their helping style.
This training model seems to cover many of the basic
skills and issues that are involved in effective counseling
such as active listening, focusing on feelings, feedback,
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etc. This model
, however, seems far too prescribed to deal
with the individual learning needs, styles and conceptions
of counseling that trainees tend to be concerned with.
In summary, systematic" training models achieve many
of the benefits of "formal" training approaches in that they
attempt to be scientific, objective, ordered and sequential.
Learnings are more easily measured in these training models.
However, control over how a counselor develops is imposed by
the prescribed system. Respect for the freedom and indivi-
duality of the trainee to develop somewhat according to his/
her own helping style and notions of helping is quite limited.
There is not enough room for the emergent concerns, differ-
ences and individual development in these systematic ap-
proaches. The training process of these programs does not
approximate closely enough the real helping encounter. if
the counselor's job is to help the client examine and under-
stand his/her needs, feelings, and sources of conflict, then
this same process should occur in the learning of counseling.
These approaches are too objectified and rigid to take into
account the exquisite complexities, unpredictabilities and
challenges that emerge in the counseling of uniquely differ-
ent individuals. Brammer (1973) illuminates some of the
criticism for systematic skills approaches to training.
It is paradoxical that the main limitation of the
micro-skills approach is its specificity. Integrat-
ing the component parts is not easy. It is like
teaching swimming by training the person to use his
arms, hands, legs and breathing separately and then
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telling him, 'Now you are a swimmer."
. . . Experi-ence in counselor education shows that students canbecome so involved in skills practice that they per-
tation^
hS
f
technic3ues but as natural manifes-s o good human relations. (p. 70)
In addition, systematic approaches focus primarily on coun-
seling skills acquisition and development. These models of
training in themselves do not help trainees to further their
own personal growth and development and self awareness. For
this reason, these models are not sufficient as a total train-
ing program in peer counseling.
In short, systematic" training models provide some
degree of certainty and tangibility in training counselors.
Evaluation of these models to assess student learnings is
made easier than other models because of how specific the
training objectives are spelled out in advance. However, a
danger is that systematic models can too often instill
behavioral methods or procedures and do not allow the trainee
the necessary room to struggle and grapple with the crucial
questions, uncertainties and complexities that pervade the
helping process. They fail to be truly systematic in not
taking into account the whole individual system of the
learner; the needs, feelings, background, and perceptions of
the trainee in the immediacy of the training session.
Finally, systematic training approaches develop counselors
that are both similar and uniform in approach. Individual-
ity, creativity and diversity of the helping approach are all
sacrificed for a more scientific, behaviorally oriented ap-
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proach to training and helping.
Experiential Traininn
Models and MpthnHg
Many counselor educators advocate experiential ap-
proaches to counselor training (Egan, 1975; Brammer, 1973;
Brockopp, 1973; Wideman, 1970; Ruhf, 1976). Brammer (1973)
describes this approach:
a real exPerience is the key feature.Experiential learning involves doing the actualtask and then discussing the experience and learningderived. it is known as the 1 do-look-learn
• ap-proach. (p. 73) ^
Training programs that use experiential approaches to
counselor development make a fundamental assumption that
learning the art of counseling comes basically from the ac-
tual experience and practice of counseling or helping. There
fore, experiential counselor training programs emphasize
methods and models that create and allow for realistic or ac-
tual helping opportunities. If one of the main purposes of
training is for trainees to further develop their facilita-
tive qualities (the counselor's warmth, empathy, respect),
then experiential approaches attempt this by creating a train
ing process which embodies these facilitative qualities to a
high degree.
Experiential approaches to counselor training are
distinguished from systematic approaches by the basic tenet
that counseling must be learned in as real a helping context
as possible. Experiential approaches do not break the coun-
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seling process into component helping skills and train accord
mg to these specific components as in systematic approaches.
Rather, the trainee participates as both a helper and helpee
in the training. Through this experience and subsequent feed
back and supervision the trainee tries to understand the
helpful, harmful or wasteful elements and behaviors evidenced
as the counselor. Similarly, as the client, the trainee ex-
penences the feelings and perspectives of the helpee as well
as being able to work on personal conflicts and problems
within this client role. Experiential approaches do not at-
tempt to instill the trainee with a specific helping system
but rather offer the trainee the freedom and responsibility
to create his/her own individual counseling style and ap-
proach through direct helping experience and feedback. Ex-
periential approaches focus on the "system" of each trainee
and help each trainee develop according to his/her own sys-
tem of learning.
Experiential ly based counselor training programs
typically employ a number of methods to create live helping
situations in the training class. Role play is the most
widely used of all these training methods. A variation of
the role play, experiential triads, is also advocated by a
number of peer counseling programs. In addition, "struc-
tured learning experiences" are often employed as a direct
means of facilitating skills development and personal aware-
ne ss .
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All of the above methods, which emphasize an ex-
periencing of the helping process and crucial helping issues,
are frequently embodied within a group centered training
model. This group training model serves two basic functions,
to foster counseling or helping skills development and to
provide trainees with a personal growth experience. The
above methods and group training model that make up experien-
tial approaches to counselor training are discussed at length
below
.
The group centered training model is employed by a
number of peer counselor programs [Antioch College (Persons
et al
. , 1973); UCLA (Hoppenbrouwers
, 1970); and Illinois
State University (Clark et al
. ,
1975)] . Counselor educators
who advocate this group model include Egan (1975), Carkhuff
(1969), Delworth (1972), Brammer (1973), Wideman (1970),
Chanin (1975), and Ruhf (1976).
Brammer (1973), in describing the various methods of
experiential training, says that various growth groups are
frequently used "to provide helper trainees with self aware-
ness and skills practice." Brammer describes the group model
and its working process:
Here, the trainees arrange themselves in a group
and interact at increasingly more trusting and close
interpersonal levels. Learning outcomes flow from
the frequent efforts of the leader or learning
facilitator to stop action and to look at both the
learning process and the trainee's on-going experi-
ence. (p. 74)
Brammer says that many counselor programs rely on this model
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of training for the personal growth, self
skills training required of counselors.
awareness and
Egan (1975) contends that the group training model is
most effective when it functions as a learning community. He
cites mutuality as the vital factor in the group model where
trainees care not only for their own learnings but for fellow
trainees as well. Rogers (1969) builds a convincing case for
the use of intensive group experiences to affect maximum per-
sonal learning and growth. He says, "One of the most effec-
tive means yet discovered for facilitating constructive
learning, growth and change—in individuals or in organiza
tions they compose--is the intensive group experience" (p.
304 ) .
This group model tends to encourage mutual responsi-
bility for learning and offers everyone a chance to observe,
help and receive help in addition to participating in theo-
retical and values discussions that take place around the
group helping process. Specific counseling skills are not
didactically taught but rather identified and recognized as
they are manifested in the on-going group process.
The concrete benefits of a group training model are
described by Carkhuff (1969b) and Lieberman, Lakin and
Whitaker (1968). They list the following advantages:
1. Observing one's own behavior;
2. Develop observation skills;
3. Lowering defenses;
4. Experimentation with interpersonal behavior and
release of emotion;
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5. Social influence;
6. Social comparison and feedback;
7. Helping and receiving help; and
». Looking at principles of behavior.
Egan (1975) believes that learning helping skills
through the group process enables the trainee to experience
all of the above advantages.
Another major learning dimension in the group cen-
tered training approach is the concept of modeling. Trainees
learn much by watching and imitating the helping skills and
approaches displayed most significantly by the trainer but
as well by accomplished trainees. This modeling concept will
be explained further in Chapter IV.
A variation of the group training model, the devel-
opmental group, was employed for peer dorm counselor train-
ing by Chanin (1975) . This model is based on the notions
of leader as facilitator, peer self help and learning as well
as interpersonal and group awareness learnings occurring
similarly as within T-group or encounter group models.
Some peer counselor training programs do not use the
group model as the major training model but rather have
trainees participate in a separate personal growth group
which is in addition to a systematic skills training (Gravitz,
1974; Ware and Gold, 1971; Clark et al., 1975).
It seems that this group training model is extremely
beneficial in that it not only provides trainees with the
necessary helping skills development and personal growth and
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awareness experience but it also provides these essentials
through an experience that is shaped and defined by the need
and responsibility of all participants.
The role play method is by far the most widely used
tool in peer counselor education. Peer counselor training
programs that use the role play method as a major form of
their training
,
for example, as Persons et al
. (1973), ware
and Geld (1971), Clark et al
. (1975), Gravitz (1974), Ruhf
(1976), Hurley and Hopkinson (1973). Counselor educators
that advocate the use of role play as a vital tool for learn
ing counseling are Ivey (1971), Brockopp (1973), Egan (1975)
Baldwin (1973), Pyle and Snyder (1971), Brammer (1973), and
Delworth (1972)
.
The role play, which originated as a psychodrama
technique is simply a method to simulate a counseling inter-
view. One person plays the counselor the other the client.
The client acts out a problem situation and the counselor at
tempts to help the client. This is typically done in front
of a training class. Following the role play, feedback is
given focusing on the counselor's approach, helpfulness and
counseling style. Counseling issues that emerge from this
experience are also discussed. Direct feedback from the
client to the counselor is also facilitated.
Both systematic and experiential training approaches
incorporate the role play method into their training designs
However, there are differences in how role plays are set up
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and used in these divergent approaches. Systematic training
approaches tend to use the role play as a short practice
counseling simulation or demonstration of the specific coun-
seling behaviors prescribed in the training as in Ivey's
micro-counseling approach (1971). Experiential systems of
training tend to use the role play as an enactment of a real
problem presented by a client that the counselor may have
previously worked with, or ask the trainee to offer a real
problem as the client and thereby presenting a real helping
situation. The learning is derived from the processing of
the role play experience following the session.
Both Delworth (1972) and Egan (1975) feel that role
play counseling simulations in training classes should even-
tually become opportunities for trainees to become real
clients, presenting their own difficulties. Egan states:
"even though trainees begin by role playing 'problem people'
until they become more comfortable with one another and de-
velop a degree of trust in the training group, eventually
they should become real clients; that is, they should deal
with whatever constitutes an obstacle to their effective
helping" (Egan, 1975, p. 155). Baldwin (1973), who outlines
specific steps in incorporating the role play into para-pro-
fessional training, warns, however, that "resistance is often
the consequence of the use of role playing without the provi-
sion for prior interpersonal comfort and practice in giving
and receiving feedback" (p. 481).
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Another experiential method or training tool that
is used in peer training programs is the experiential triad
or round robin helping trio. Although this method is not as
widely used as the role play, Baldwin (1973), Brammer (1973),
and Ruhf (1976) all advocate the use of this method for coun-
selor training. Briefly, the triad method involves three
trainees working together, one is the counselor, one the
client, the third is a process observer. in this work group,
the client either role plays a problem or more often decides
and is encouraged to relate a real problem in his/her life.
Following the counseling session, the process observer facili-
tates feedback and discussion concerning the quality of coun-
seling and the kind of helping approach that was demonstrated
in the counseling session. Roles can be exchanged and a new
counseling session can take place repeating the same proce-
dures as above.
The advantages of this method are that the trainees
get a chance to put into practice their counseling approach,
can receive some help and support for a real problem in
their lives, sharpen their processing, observing and feed-
back skills, all within the context of a small, safe, work
group
.
Another form of training methodology is the "struc-
tured learning experience" (Pfeiffer and Jones, 1969), which
involves the trainer initiating an exercise that is designed
to help trainees experience and understand a crucial helping
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issue or personal psychological area through a specifically
defined structure (see Chapter IV for examples of these struc-
tures). Bednar
, Melnick and Kaul (1974) suggest that struc-
ture initiated by the group leader or trainer helps trainees
engage quickly in "high risk" behaviors like self disclosure
or interpersonal feedback. The above authors feel that this
facilitation of high risk behaviors is bought, however, at
the expense of the trainees being responsible for their own
learnings through their own initiatives. Rabin (1970) be-
lieves that clients, and in this case trainees, profit most
from unstructured situations that encourage client or trainee
responsibility. in combining these ideas, trainees could
conceivably choose to work on a specific issue and this work
could be framed and structured by the leader. However,
Egan (1975) and Bednar, Melnick and Kaul (1974) feel that
the judicious use of structure in the helping context frees
the client or trainee to use his resources in ways that
facilitate skills development and learnings.
Egan (1975) cautions that structured training exer-
cises are not ends in themselves. He says that "exercises
are not substitutes for the helper or trainer's skill. When
over used, exercises become gimmicks that can cheapen the
training process" (p. 237). Egan also advises that the
trainer know exactly why he/she is using a particular exer-
cise and communicate this to the trainees.
To summarize, experiential models and methods of
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counselor training provide a learning environment and learn-
ing structures that allow trainees to experience and practice
the helping process, within this context, trainees have the
freedom and responsibility to shape their own learnings and
develop their own counseling styles and approaches according
to their own experiences. Experiential training systems re-
quire the trainee to perform in and practice both the coun-
selor role and the client role.
Benefits that emerge from this approach to counselor
training are that it gives trainees a real participation and
understanding of the helping process that can be easily
transferred from the training class to the counseling clinic.
Trainees, in addition, work on their own personal issues in
the training classes as the main content focus. This pro-
vides trainees with opportunities for their own psychologi-
cal growth and understanding. it is assumed that the person-
al growth of the trainee is essential to counselor prepara-
tion and effectiveness.
In terms of the primary training goals, experiential
approaches are designed to help trainees develop facilita-
tion skills and to cultivate the personal growth and develop-
ment of the trainees. Content and knowledge are also dis-
seminated in the training. This comes from the trainees re-
questing this from their own needs in these areas.
Limitations to the experiential methods are that it
can be difficult to measure counselor learning. The effec-
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tiveness of these training approaches calls for a high de-
gree of trust and openness in the training process in order
to facilitate risk taking that is crucial to counselor learn-
ing in these training approaches. High level facilitators
or trainers are crucial in initiating and modeling the kind
of process and interaction upon which this training method
depends
.
Certain kinds of trainees who need more external
structure who are not highly self directed can experience
this approach as frustrating because of the lack of pre-
scribed direction.
Other Approaches and Methods
Used in Peer Training
Some peer training programs design a definite, or-
dered training curriculum that employs a workshop method for
their pre-service training, for example, the Portland Hotline
(Parnell, 1974) and the University of Wisconsin in Washington
County (Baldwin, 1975). Typically, these training programs
develop their training curriculum based on the counselor role
and the type of service that the peer agency provides. The
workshops often include a lecture presentation, discussion
and a learning exercise.
More often, peer training programs use the workshop
curriculum training approach in in-service training (Clark
et al., 1975; Ruhf , 1976). These training workshops are pro-
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gram related and are designed to help peer counselors in-
crease their knowledge and understanding and refine their
skills that relate to the
by the peer agency.
specific kind of counseling done
The use of videotape as a training tool or method in
counselor education has become widespread (Haase and Dimat-
tia, 1970; Ivey, 1971; Kagan and Krathwohl, 1967). Many
studies have established the importance of this method as a
learning tool (Kagan, Krathwohl, and Farquahr, 1965; Reivich
and Geertsma, 1969; Wolz and Johnson, 1963).
After reviewing the literature on observation media
used in training student therapists, Reivich and Geertsma
(1969) propose a training program that makes use of video-
tape as a vital training tool. in this program proposal,
videotape is used for; (1) demonstration of desired behav-
iors; (2) self observation by the novice; and (3) using the
videotapes as the focal point for the supervisory session.
Wolz and Johnson (1963) studied the effects of be-
ginning counselors viewing their counseling approach on
videotape and found that the trainee gained greater confi-
dence and awareness of personal qualities as a result of
viewing the videotapes.
A specific counselor training method, Interpersonal
Process Recall (IPR) devised by Kagan and Krathwohl (1967),
uses videotape as a primary tool for feedback. In this
method a counseling session is videotaped and following this
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is played back for both the counselor and client. An ob-
server then helps each one talk to the other about feelings,
intentions, thoughts that had been experienced or gone unex-
pressed in the session. These mutual recall sessions seem
to afford much immediate learning and understanding of the
helping process.
Videotape is often used in training programs as an
evaluation tool whereby counseling sessions are taped and
subsequently rated for levels of competency (Ivey, 1971;
Egan, 1975; Truax and Carkhuff, 1967). (Use of videotape
as an evaluation tool will be further explored in Chapter V
of this study.
)
The Training Package for
Peer Counselors
Generally, most peer counselor training programs tend
to use a number of different training methods in conjunction
with each other to make up a training package. The training
package requires that trainees participate in multiple train-
ing experiences with each having a different focus. As an
example, the Illinois State peer training program uses micro-
counseling training for basic skills development, involves
the trainees in a personal growth group and disseminates
vital knowledge through didactic sessions (Clark et al
.
,
1975). Another example, at Antioch College the undergraduate
therapists are trained by participating in a group centered
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seminar that focuses on discussion, role plays, theory and
presentatron. At the same time, trainees are also in-
volved in a personal growth group and begin their counseling
with clients as co-therapists with an experienced counselor.
Use of multiple approaches in training seem to take care of
the different training goals that most peer training pro-
grams espouse: helping skills acquisition and development,
practical and theoretical knowledge and the personal growth
of the trainee.
Conclu sions
This review of the literature has attempted to docu-
ment the roles and viability of the peer counselor, the main
selection methods and procedures used to pick peer counsel-
ors and a description and critique of the major types of
training systems that have been employed be peer counseling
programs in higher education.
The critical bias that has come through in this re-
view is the preference for experiential approaches to peer
counselor training rather than the systematic approaches.
This bias comes from the fundamental observation that train-
ees best become effective counselors through their own ex-
perience of the helping process and practice in the counsel-
or role. Within the experiential training process, an em-
phasis is placed on allowing each counselor the freedom and
responsibility to develop individually his/her own helping
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Skills, theory and facilitating approach. m essence, where
systematic approaches train around acquisition of specific
behavioral helping skills through a step by step uniform
model of training and helping, experiential approaches hope
foster helping qualities that are developed through the
power of experience and a questioning of and struggling with
the vital issues that pervade the counseling role and pro-
cess. What is stressed is not specific techniques and order-
ly, prescribed procedures but a greater sensitivity to the
facilitative process and increased personal judgment about
how, when and what is desirable in facilitating someone
else ' s growth and exploration in present on-going experience.
From this literature background, the next chapter
contains an overview and description of one specific peer
counseling program, Room To Move, a student staffed peer
counse_ing and education center at the University of Massa-
chusetts. It is this peer counseling program, specifically
its New Staff training program, that is the locus of study
and evaluation in this dissertation. This literature review
has set the context for viewing the counseling agency, Room
To Move, in Chapter III and the training model presented in
Chapter IV.
CHAPTER III
description and overview of room to move
Introduction
The purpose of this chapter is to describe the philo-
sophy, services, history and organization that make up Room
To Move. it is hoped that this will provide a context in
which to view and understand the peer counselor training pro-
gram that is the locus of study in this dissertation. This
chapter then will serve as both a preface and an orientation
to the specific training program considered in this study.
Since 1969, Room To Move has been the main source of
drug help and peer crisis counseling assistance for students
the University of Massachusetts. Over the years this
student staffed agency has evolved into the kind of program
described below. Throughout its history, Room To Move has
maintained its alternative nature. Through its programs,
training, and services. Room To Move has tried to reflect a
philosophy of freedom as an essential for personal growth,
faith in the process of human living and personal awareness
and change through the process of self discovery and actively
chosen alternatives. Although the organization has changed
significantly from its beginnings, it remains a place that
tries to reflect and change with the current needs of the
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UMass community. it i s for this reason that Room To Move
stands as a viable alternative source of mental health as-
sistance. The following is an overview of the programs and
a description of Room To Move.
Overview of Room To Move
Room To Move is a student staffed alternative coun-
seling and education center at the University of Massachu-
setts organized to meet the mental health needs of a diverse
student population.
This study agency, located in the Student Union
Building, is set up as a drop-in crisis counseling center
which provides peer assistance to students needing crisis or
on-going counseling for a variety of personal, drug or al-
cohol problems. In addition, a 24 hour a day crisis tele-
phone service is provided. Information concerning drugs,
alcohol, counseling and personal growth alternatives is also
provided by the center as well as referrals to a variety of
human and social service agencies on campus or in the Amherst
area
.
The educational outreach work done at Room To Move
aims at helping students primarily within the residence hall
system to become aware of their own attitudes and values con-
cerning drug and alcohol use. Basic information about drugs
and alcohol as well as drug crisis management procedures are
included in these educational dorm workshops. Room To Move
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staff also provides training and knowledge in crisis inter-
vention procedures concerning psychological emergencies.
Most of the educational work done in the residence
halls is now focused on alcohol as the result of a large
grant received from N.I.A.A.A. to set up a preventative al-
cohol education project based on the concept of a peer
educator model. The Demonstration Alcohol Education Project
(DAEPj is designed to meet an overall goal of fostering re-
sponsible drinking behaviors in students at UMass.
A major emphasis within the programming at Room To
Move is placed on understanding and working with the unmet
needs of special interest groups. This term refers to those
groups of people defined as experiencing some kind of aliena-
tion and/or oppression within the social context, i.e., drug
abusers. Blacks, Latins, women, gay people or veterans.
The Room To Move staff has devoted much effort to
becoming more aware of the unique problems of each special
interest group, looking at the kinds of social complexities
and psychological issues each of these groups of people ex-
perience. Because of limited energy and resources, however,
the organization has concentrated much of its programming
primarily on the minority or Third World effort which focuses
on black and latin students.
The Third World effort is designed to serve the needs
of the Third World community at UMass through counseling,
education, and training programs at Room To Move. Over the
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past few years, the staff commitment to the Third World ef-
fort has manifested itself in staff selection, in-service
training around the issues of racism and oppression of Third
World peoples and an outreach effort to reach this population
of people.
Room To Move Services, Training and
Supervision
Room To Move can be seen as having two basic service
modes, counseling and education. in order to maintain a
high quality to these services, training and supervision are
emphasized as major programs within the organization. A de-
scription of the nature of these service functions and train-
ing and supervision programs and how they are delivered is
spelled out below.
Counseling
Room To Move operates on a peer model of counseling
that has at its roots a humanistic philosophy and approach.
The different counseling services offered are crisis inter-
vention, crisis counseling, on-going counseling and group
counseling. Within each of these modes of helping a variety
of human problems are handled such as depression, loneliness,
identity, problem or chronic drinking or drug taking.
At the heart of Room To Move's counseling services is
the drop-in center which allows students immediate access to
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some form of assistance. The drop-in center is set up to
give an informal, open, living room atmosphere where people
can feel free to sit and pass time or talk to someone about
any kind of concern. Private counseling rooms are also
available for counseling sessions. The environment at Room
To Move is designed to give students a sense of ease and a
feeling of welcome as they enter the drop-in center. Room
To Move counselors are prepared to listen to a student who
wants some immediate support or help. The counselors also
work in an on-going basis with students wishing such a coun-
seling arrangement for more serious concerns. The Room To
Move counselors are also trained and experienced in dealing
with emergency drug overdose problems and can provide im-
mediate supportive counseling for people experiencing a
psychological crisis.
Because there are more people coming to Room To Move
with alcohol problems, on-going supportive counseling in this
area has been increasing over the past few years.
Several group counseling experiences are also offered
to students requesting such help. In particular, an on-going
alcohol group has been set up as a major mode of working with
people with expressed alcohol concerns.
Education
The educational programming at Room To Move has
largely focused on presenting workshops on drugs and alcohol
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issues to students in the residence halls at UMass. These
workshops attempt to give students basic information about
various drugs and alcohol and help them become aware of their
values and behavior patterns associated with drug use. Using
a broad preventative approach to drug education, Room To Move
educators offer workshops that also deal with "alternative
highs" such as meditation, yoga exercises or interpersonal
awareness workshops.
The educational approaches used by Room To Move
educators center around humanistic exercises that are de-
signed to encourage participation and dialogue, clarify
people s values -and give people a chance to hear many per-
spectives concerning the issues inherent in drug use . Films
,
videotapes, posters, radio shows and newspaper articles are
also used as educational strategies. Many articles, books
and other informational resources are also available to
students in the drop-in center.
As part of its educational program, Room To Move,
in the past, has organized and sponsored conferences dealing
with altered states of consciousness, natural forms of heal-
ing and the social implications and counseling approaches
specifically for Third World people experiencing problems
with hard drugs. Numerous campus events, speakers and work-
shops series have also been either organized or sponsored
through the efforts of Room To Move.
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Training
Room To Move emphasizes training as a way to con-
tinually learn and develop the knowledge, skills and aware-
ness needed to effectively help people with specific counsel-
ing or educational needs. Year long training programs are
offeree to the Room To Move staff in three different areas.
Descriptions of these are as follows.
New staf f training
. This year long training program
is set up for the newly selected volunteers and work study
students. The program focuses on the basic development of
counselor skills and values, crisis intervention procedures,
telephone counseling and the skills and knowledge needed to
work a shift at Room To Move. This training program is the
focus of this dissertation. A full description and examina-
tion of this program is discussed in the next four chapters.
All staff in-service training . This training program
concentrates on the refinement of personal counseling and
drug/alcohol counseling approaches, the social and political
issues connected with racism and sexism and how these oppres-
sive forces negatively effect human services work. Workshops
that look at staff members' values concerning the kinds of
problems dealt with at Room To Move are also included in the
training. Time is also spent on organizational and adminis-
trative issues so that the staff can understand the prin-
ciples and have a hand in dealing with the realities that
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govern Room To Move's existence as
program will be described much more
an agency. This training
in depth in the next chap-
ter .
Alcohol peer educ ator training
. Room To Move staff
who are working on the alcohol education project participate
in a training program that helps them develop the skills,
confidence, information and educational designs necessary
to effectively lead groups of students in alcohol workshops.
Supervision
Much of the training at Room To Move comes from the
direct experience of working with people in the center and
the follow up supervision concerning this work. As such
Room To Move is an excellent practicum site for many of its
stafi. and those counseling students from university programs
who want actual counseling experience.
In order to provide adequate supervision for Room To
Move counselor s , an experienced counselor is assigned to work
on each counseling shift to act as an immediate resource for
any counseling problem encountered by a staff member. In
addition, peer counseling supervision groups led by experi-
enced Room To Move counselors are conducted on a continual
basis to give Room To Move counselors an opportunity to dis-
cuss their counseling work or problems related to their coun-
seling .
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Operational Schedule of Services
Room To Move's drop-in counseling and crisis center,
located in the basement of the Student Union Building,
operated on the following schedule for the 1975-76 school
year. The center was open Monday, Wednesday and Friday from
10 a.m. to 5 p.m. and Tuesday and Thursday from 12 noon to
5 p.m. Sunday through Thursday it was open in the evening
from 7 p.m. to 11 p.m. Friday and Saturday nights the cen-
ter remained open from 8 p.m. to midnight. During the times
that the center was not open a staff member was available
on-call so that people needing assistance could get help any
time of the day of night.
A Brief History of Room To Move
A brief history of Room To Move is presented here sc
that the reader can understand the background and evolution
of this unique student helping agency and use this as a con-
text for viewing this particular dissertation study.
Room To Move began in 1969 as a direct response to
the many incidents of bad or bum trips experienced by LSD
users at UMass. Administrators and professionals at UMass
were at a loss as to how to deal with the phenomenon of LSD
use on campus. The originators of Room To Move realized this
need was present on campus and obtained University support
for creating a drug drop-in center. In tune with the times,
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Room To Move was conceived ideologically as a communal, coun
ter-cultural, non-hierarchical helping agency which allowed
maximum freedom to "do your own thing." The center was set
up as a non-stop, 24 hour a day crisis intervention center
for drug emergencies or drug help referrals where so called
"druggies" either hung out, came for help or did some of the
helping. The center atmosphere was loose, open, experimen-
tal, chaotic and pulsated with the political and social
energy of the Viet Nam War era. Room To Move also served as
a crash pad for street people, runaways and other transients
Most Room To Move staff members were volunteer
workers and no one earned much money. Leadership, programs
and organizational guidelines were left hazy. Staff commit-
ment, however, was strong, energy output was high and as a
result staff burnouts from over-extension were frequent.
As Room To Move later became supported by some uni-
versity funds and in particular by a large three year H.E.W.
grant to do drug education in the University community, the
organization expanded and started to become more formalized.
An emphasis on tighter, more accountable quality services
was expected. During this time, Room To Move began to devel
op its services increasingly toward peer counseling assis-
tance. Besides drug concerns, the peer counseling services
focused on the large range of personal problems that student
presented to Room To Move counselors.
During the H.E.W. grant period, 1971 to 1974, Room
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xo Move programs flourished. still relatively autonomous as
an agency, the staff developed themselves through extensive
training and experience into a multi-service alternative
mental health center where peer counseling, immediate crisis
help and a broad sophisticated humanistic approach to drug
education became the hallmarks of the agency.
Within this grant period, a Black Action Team was
started within Room To Move to meet the needs of black stu-
dents around hard drug counseling and treatment. This pro-
gram gradually expanded and integrated itself into the over-
all programming at Room To Move. Currently, the minority ef-
rort or Third World Team, as it is called now, is the focus
of an all campus minority program which is being developed
to serve the Third World population at UMass in terms of
counseling needs, drug education and critical consciousness
raising workshops.
During the H.E.W. grant period, a large focus still
remained on LSD and the related areas of altered states of
consciousness, spiritual alternatives and the area of trans-
personal psychology. This emphasis was manifested in the
all staff training where distinguished leaders in these
fields came to speak and train the staff in these areas.
Baba Ram Dass, formerly Richard Alpert; Yogi Bhashan, spiri-
tual leader of the Kundalini yoga movement in the U.S.; Helen
Bonny, originator of music therapy; Stanley Krippner, Loch
Rush and Stanislav Grof, all pioneers in LSD therapy, all
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came at different times
staff.
to lecture and train the Room To Move
Because the H.E.W. grant brought with it lots of
money, most staff members were paid student assistantships
for the school year. Leadership positions with full time
professional salaries were also instituted at Room To Move.
This created many conflicts within the staff because of the
relatively large amount of money paid to these full time
people as compared to the rest of the workers. The counter-
cultural ideology of sharing and viewing people's worth as
similar or equal was at the heart of this turmoil especially
since almost everyone did a lot more than 20 hours of work
a week. Room To Move as an organization was gradually be-
coming more structured, hierarchical, differentiated and
more "quality" oriented.
As drug use at UMass shifted from the consciousness
expanding "upper" kinds of drugs like LSD or speed to the
depressants like barbiturates and alcohol, the staff had to
adjust its services and training accordingly. Along with
this trend, more and more students came into the drop-in
center for personal counseling because of loneliness, feel-
ings of alienation, depression or problems with alcohol or
downs
.
When the H.E.W. grant ended, the University Health
Services assumed the major funding role for Room To Move. As
a result, an even greater demand for accountability, evalua-
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tion of program effectiveness, documentation and worker ex-
pertise was thrust on the Room To Move staff. This constant
pressure to justify its services coupled with a yearly de-
crease in monies allocation from the Health Services, forced
staff members to struggle with issues of ideology, notions
of power and leadership and definitions of alternative pro-
grams. From the radical, people's ideology that enfused the
creation of Room To Move, and that still lingered within the
hearts of many of the staff. Room To Move had a most diffi-
cult time dealing with the demands, contradictions, formal-
izations and loss of autonomy that came with the tight
strings attached money from the Health Services.
This past year, 1975-76, because of consumer demand,
the alcohol grant from N.I.A.A.A. and a staff commitment to
anti-racist training. Room To Move services centered around
personal and alcohol counseling, preventative alcohol educa-
tion and the strengthening of the Third World effort. Little
work was requested or done for other drug problems besides
alcohol and emergency telephone calls decreased significant-
ly.
A sense of Room To Move needing to revitalize its
programs and staff dominated much of the year. This cen-
tered around a leadership crisis where the established leader
at Room To Move was questioned about style and form of lead-
ership, which many experienced as dysfunctional to the or-
ganization. Through much internal conflict, efforts were
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made to have new leadership assume responsibility for
Move the following year.
Room To
Organizational Funding, Structure and
Governance
During 1975-76, Room To Move was financially support-
ed primarily through state funds administered through the
director of Health Services. other lesser sources of funding
support came from the undergraduate senate, the N.I.A.A.A.
giant, Orchard Hill Academic Affairs and Veterans affairs.
From a radical, democratic "people's agency" which
insisted on equalization of roles and power, Room To Move,
in its seven years, has evolved into a rather hierarchical
system which has clearly defined leadership positions and
commensurate pay differentiation. The organizational struc-
ture which prevailed this past year (1975-76) can be dia-
grammed as on the next page.
In this structure certain people were designated
as having program coordinating responsibility for specific
program thrusts. Each of these people were accountable to
the Room To Move coordinator. The coordinator of Room To
Move was in turn accountable to the Director of Mental
Health, who played an administrative middleman role between
the Room To Move coordinator and the Director of the Univer-
sity Health Services.
Within this structure, a health advisory board made
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up of selected university professionals and the Room To Move
core group (described below) met monthly to review the selec-
tion, training, supervision and evaluation procedures used
to run the Room To Move programs.
An added piece of complexity in this Room To Move
structure was the ambiguity around ownership of the new
N.I.A.A.A. alcohol grant. It was not determined clearly if
the Demonstration Alcohol Education Project was the educa-
tional branch of Room To Move's services, a distinct branch
of Health Education, or a separate entity working in colla-
boration with a number of different programs within the
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Health Services.
Room To Move was generally governed by a core group
made up of the program coordinators and interested staff
within Room To Move. This group met once a week to discuss
and resolve basic issues that needed attention to keep the
agency running in good order. Although the exact decision
making process was not spelled out clearly by the group, the
attempt was for the core group to discuss the vital organiza-
tional issues and make recommendations for the whole Room To
Move staff, who would give final approval for these deci-
sions
. Major decisions concerning Room To Move were not
finalized until approved by the director of Health Services.
Summary
This chapter provided an overview of Room To Move,
the peer counseling agency out of which this study takes
place. It is hoped that this chapter has oriented the reader
to Room To Move and provided a context in which to understand
the specific New Staff training program that is thoroughly
described in the next chapter.
CHAPTER I V
THE TRAINING DESIGN, RATIONALE
AND METHODOLOGY
Introduction
This chapter will provide a comprehensive view of
the counselor training model and New Staff training program
that is specifically under consideration as the locus of
study in this dissertation. Although many of the principles
in this training model were discussed in the review of the
literature, the entire philosophy and system of training used
at Room To Move will be put forth in detail so that a com-
plete understanding of this model is offered for the purpose
of future replication. it is important to note that if
replication of this training model is undertaken, the train-
er (s) must share the philosophy, beliefs and values upon
which this training model is based.
For the reader's ease in understanding this training
model, this chapter is organized in the following way. Be-
cause the design of the training program depends upon the
kind of counseling services offered at Room To Move, the na-
ture of this counseling is presented first. This section
also includes a model for crisis counseling. Based on the
counseling services, the purposes of the New Staff training
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are presented followed by the goals and objectives that ar-
ticulate the aims of this training program. in order to un-
derstand how these training purposes and goals are actual-
ized, the general humanistic philosophy that guides this ex-
P ntial training program, the specific assumptions that
underlie the training approach and a detailed description of
the training methods are presented. Following the training
methodology, a description of the New staff selection proce-
dures and process that were used to select the group of train
ees investigated in this study is presented. The last sec-
tion in this chapter describes the other learning experiences
that the trainees participate in at Room To Move, the in-
service training and supervision programs.
Nature of Counseling Practiced at
Room To Move
Room To Move counseling services are based on the
concepts of peer oriented helping and crisis counseling in
the context of a drop-in counseling center. Implicit in the
concept of peer counseling is the idea that certain people
feel more comfortable talking with someone of their own age
group who are experiencing relatively the same life issues
and are more in touch with the social norms and difficulties
of the social milieu in which these people exist. These same
people who would prefer peer help also tend to be distrustful
or threatened by professional help. This distrust may come
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from the somewhat "distant" posture and authority role of the
professional. Seeking professional help also has, for some
people, a stigma that means one has to be really "sick" to
seek this kind of help.
The nature of Room To Move counseling services is
determined, in part, by the environment created by the drop-
in center facility. The drop-in center atmosphere is de-
signed to create an openness, flexibility and accessibility
so that students feel comfortable walking in and expressing
any immediate need for assistance. As such this center en-
vironment can be seen as "client-centered" in the sense that
Room To Move staff try to make connections with clients,
working with them from their own expressed needs contexts,
and frames of reference.
No official case records are kept nor are appoint-
ments necessary to receive help. The overall purpose of the
drop-in counseling center is to exist as a student attempt
at dealing with the immediacy of student mental health needs
on a personal, peer level of help.
Because the peer counseling services are focused
mainly on helping students with personal problems, psychologi-
cal crises and drug and alcohol dependency or overdose, the
nature of this counseling help can be described as a suppor-
tive, short term crisis intervention model of helping. The
crisis counseling model can be initially characterized as a
reality, present oriented, problem solving and values clari-
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fymg approach which relies fundamentally on the ability of
the peer counselor to create an immediate rapport and estab-
lish a helping, trustful relationship with the client.
The development of a personal connection which in-
spires trust and confidence between the counselor and client
is the essence of this type of helping process. Many
theorists (Rogers, 1958; Brammer, 1973; Sinnett, 1976) cite
the necessity of establishing this kind of positive helping
relationship in order for positive results to occur in coun-
seling or therapy. This seems especially true for short
term counseling where time is at a minimum and trust is vital
to the success of the counseling endeavor.
Trying to define those essential counselor behaviors,
skills or personal qualities inherent in the establishment
of a successful helping relationship has been the task of
many counseling theorists (Rogers, 1957; Truax and Carkhuff,
1967; Brammer, 1973; Sinnett et al
. , 1976). Each of these
counseling theorists has proclaimed some of the following
counselor qualities or behaviors as basic to the establish-
ment of a positive, trust inspiring, helping relationship:
respect, warmth, caring, supportiveness, openness, accep-
tance, genuineness, empathy, active listening, validation
and hope. It is believed that positive counseling outcome
is determined to the degree that these qualities or attitudes
of the counselor are conveyed by the counselor and experi-
enced by the client.
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In beginning this dissertation study, an attempt was
made by the author and Room To Move staff to determine and
characterize those essential counselor skills or qualities
that were experientially understood as basic to the crisis
counseling work done at Room To Move. This work was done to
formulate a crisis counseling model and to develop this model
into an evaluation instrument, the Crisis Counselor Effec-
tiveness Scale. After much work the following five essen-
tials of crisis counseling were considered as vital to the
counseling work done at Room To Move. These essentials are
ordered in the approximate way that each might occur in the
counseling interview.
Warmth . A counselor's openness to knowing and caring
about the client with a genuinely accepting attitude
toward the client. Counselor's ability to make a per-
sonal connection with the client that builds trust
in the counseling relationship where the client feels
free to express concerns, feelings and personal his-
tory.
Active Listening . Counselor's ability to understand
and follow closely the client's expressions of feel-
ings, concerns and psychological issues. Counselor
asks open-ended furthering questions and is able to
share with the client what he/she has keenly heard or
seen the client present. Through the counselor's
restatements, paraphrasing, summarizing or direct
statements about his/her perceptions of the client's
expressions, the client knows that he/she has been
heard and can gain a picture of what he/she has pre-
sented to the counselor. This understanding gives
rise to further expression and self disclosure by the
client
.
Empathy . Counselor's ability to accurately sense both
the overt feelings of the client and those feelings
that are subtly communicated or implied. Counselor is
also able to acknowledge and understand the experiences
of the client that underlie those feelings. It is as
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sibility for his/her own life are explored. In addi-tion, the counselor helps the client to look at op-tions and alternatives while determining what realis-
tic action steps (including a contract for on-going
counseling or a referral) can be taken by the client
to deal with his/her situation. Counselor helps the
client accept those limitations or parts of his/her
life that cannot be changed.
These variables are described here only briefly since
a full definition and rationale for their importance as es-
sential variables in crisis counseling is undertaken in Chap-
ter V, where the pilot evaluation instrument for this study
is spelled out in detail.
Another model for understanding the crisis counseling
process comes from Hurley and Hopkinson (1973) and Egan
(1975) who both articulated similar notions of a counseling
model through their respective work with peer and paraprofes-
sional counselors. This model presented below is in a
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slightly reformulated state to capture the ideas of both
counseling models. Basically, this counseling model, which
is seen as applicable to crisis counseling, can be understood
in three phases:
1 .
there
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counselor and client so that the client feelsfree to artieuiate and express concerns, issues
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ng thS cllent to gain an understanding ofhis/her concerns, feelings and values that arebound up in his/her current state of existence.
3. Helping the client to look at realistic action
steps to make a difference in his/her life. Thisproblem solving process involves the client look-ing at options, alternatives and making choices
and taking responsibility for making a difference
in his/her life.
The two models presented here, one emphasizing the
essential qualities and variables of crisis counselors, the
other presenting three phases of crisis counseling, seem to
connect with great similarity. The essential variables in
the first model represent, in the author's judgment, a rough
flow from one counseling phase to another. These essential
variables are not independent but very much dependent on how
well and to what degree each is conveyed by the counselor
and experienced by the client. In other words, warmth, ac-
tive listening and empathy must be experienced to a certain
degree by the client before any successful clarification can
take place. Effective problem solving cannot take place un-
til the client has understood and clarified his/her concerns
88
and feelings, intentions and values.
Conceptually, the two models can be merged or connect
ed and understood in the following way. The warmth variable
is seen as similar to phase 1, the clarification variable is
similar to phase 2, and the action variable is similar to
phase 3. The active listening and empathy variables are seen
as important factors in each phase and are therefore not as
fixed into a particular phase of counseling. Diagrammati-
cally
,
the fusion of the two models for crisis counseling can
be drawn as follows.
MODEL #1 MODEL #2
Warmth Phase #1 Connection
Active Listening
Empathy
Relationship
Clarification Phase #2 Exploration
Discovery
Active Listening
Empathy
Action Phase #3 Choice
Action
Active Listening
Empathy
In order to understand the process of crisis counsel-
ing, it is important to articulate the values and assumptions
that underlie this form of mental health assistance. To this
purpose the field of crisis intervention offers some views
of helping that illuminate the values inherent in the philo-
sophy of crisis counseling. Crisis Intervention, as a dis-
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tinct mode of helping avoids the traditional forms of clas-
sifying and conceptualizing human behaviors in terms of
pathology and refrains from labeling people as specific diag
nos tic character disorder types. Brockopp (1973) views the
assumptions of crisis counseling as unique from prevalent
traditional mental health views as follows:
1* There is no concept of mental illness or clas-
s if^-cation of people into the abstractions ofillness of health.
2. It views people in terms of their ability to
cope, their strengths and their potentials and
their problem solving abilities.
3. It emphasizes the healthy aspects not the patho-
logical or sick aspects of personality.
4. It uses the environment, the social structures of
the individual and the community, not just the
dynamics of the individual personality for deter-
mining disposition.
5. It assumes that people will make a positive re-
sponse if given information in a setting in which
they can use the information.
6. It assumes that a person's behavior will tend to
move toward desirable ends or outcomes. (p. 95)
In crisis counseling, the counselor is seen as a
growth facilitator or agent who can effectively help the
client grow in ways he/she chooses. The process of this kind
of helping is one where the client is assisted in communicat-
ing fully his/her feelings, concerns and conflicts; through
the skills and qualities of the counselor is able to gain
an understanding of his/her concerns, patterns, feelings and
is assisted in an action oriented process which helps the
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client look at ways to grow through and out of the current
disabling life condition. Overall the goal of crisis coun-
seling is to help a person gain enough self expression, aware-
ness of personal resources, self understanding and self suffi-
ciency to help him/herself make a difference in his/her life.
General Purposes of the Training
The main purpose of this training program is to
select a new group of undergraduates at UMass, who have some
previous counseling experience and/or apparent helping abili-
ties and to help them develop into effective counselors who
can provide counseling services at Room To Move. This
specific program exists as the major source of yearly staff
renewal and development. Most of the experienced staff mem-
bers at Room To Move have previously participated in this
training program and in doing so have gained many of the
skills and experience necessary to work effectively at Room
To Move
.
The major focus of the New Staff training program is
to implement a training design such that each newly selected
counselor can maximally develop and refine his/her basic
counseling skills and understandings of the helping process.
This training focus is based on the premise that at the core
of any helping role are basic counseling or communication
skills that make a person effective in his/her work. It is
the main task of this training program to help foster in each
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new counselor an emerging experiential understanding of and
practical approach to counseling that can be integrated into
the personal style of helping that each counselor brings to
the program.
Other purposes of the training are to provide the new
staff with information and skills necessary to work in the
drop-in center. Some of these areas include: handling tele-
phone crises, using the Physicians Desk Reference for drug
information, issues and approaches in the initial contact
with a client, becoming acquainted with and using referral
sources both within and outside of Room To Move and finally
procedures and theory concerning alcohol, drug and
personal emergencies.
The New Staff training program, which lasts a full
school year, is generally based on the new counselor's par-
ticipation in a weekly 2 hour training class and their coun-
seling work in the drop-in center under the guidance of ex-
perienced staff. The new staff members receive 3 credits per
semester for their participation in this training course.
They can also receive 3 credits for participating in the
overall staff in-service training course. Both accredited
courses are sponsored by the School of Education. (See Appen-
dix B for official course descriptions.)
The Goals and Objectives of This Training
The major goals of this training program are outlined
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below and those objectives that are vital to meeting these
goals are subsequently spelled out. it is believed that
these goals and objectives are consistent with the experien-
tial assumptions about how people develop into effective
counselors. They also establish the kind of content issues
and training process that occurs in this type of counselor
training program.
Program Goals
1* To help counseling trainees become effective
counselors;
To help the counseling trainees know how to deal
with a variety of crises, i.e., drug, alcohol,
Df=r.qnna • '
3.
To help counseling trainees feel integrated andincluded in the work and staff relationships at
Room To Move
.
Objectives to Meet the Goals
1. To help each person discover and articulate
his/her needs for learning and for developing
as a counselor;
2. To provide educational structures in the train-
ing class that enable trainees to practice coun-
seling and understand the counseling process
through such experiential exercises as role plays
and triad counseling;
3. To help a person articulate and understand his/her
own style of relating and develop his/her own
style of helping;
4. To facilitate each person's increased self knowl-
edge and awareness;
5. To help each person clarify his/her own ideas and
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assumpti°n s about the counseling process, aboutthe nature of human beings and psychologicalhealth;
6. To learn some theoretical models for counselinq
and crisis intervention;
7. To facilitate each person's awareness of his/herinterpersonal impact on the training group;
8. To encourage self disclosure and the sharing ofpersonal issues and conflicts;
9. To define and develop procedures for working
with someone in either a psychological or drug
induced crisis;
10.
To help each person articulate and clarify
his/her own values of helping, of drug and al-
cohol use/abuse;
11.
To help each person discuss his/her work in the
drop-in center; and
12.
To help create a support system within the group
so that people can depend on each other for help,
encouragement and feedback.
Experiential Training; A Humanistic Approach
The educational philosophy upon which this experien-
tial training model is based comes from the principles and
assumptions that underlie humanistic education and humanis-
tic approaches to counseling. This humanistic orientation
also accounts for the counseling or helping philosophy that
guides the counseling work done at Room To Move. Concep-
tually, this philosophical orientation merges the process of
education and the process of counseling into a broad notion
of how growth and development in a human being is fostered
and nurtured. Rogers (1969) , the major proponent of this
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conception, believes that the facilitation of learning de-
pends upon certain expressed attitudinal qualities of the
facilitator toward the learner. If these facilitative atti-
tudes or conditions offered by the facilitator or trainer are
experienced by the learner to a high degree in their personal
relationship, then the natural self directed learning pro-
cess is enhanced. Those facilitative attitudes of the train-
er are the same as those attitudinal qualities that promote
growth in the counseling relationship--realness or genuine-
ness, prizing or acceptance and empathetic understanding of
the counselor toward the client. Earlier, Rogers (1957) put
forth this conception:
^
^
the climate of the teaching situation and rela-
tionship between the teacher and beginning counselor
are the same as the climate and relationship which
exist in therapy, then the young therapist will begin
to acquire knowledge in his viscera of what the thera-
peutic experience is. (p. 81)
This humanistic philosophy of education and counsel-
ing is built from the theoretical notions and phenomenologi-
cal bases that come from Client-Centered Therapy, Gestalt
Therapy and Existentialism. Some of the major principles or
assumptions that make up this humanistic approach are:
1. A deep faith in human development toward growth,
integrity and self realization;
2. That people must be understood in terms of their
own unique perceptions of reality and responded
to from a sense of the person’s individuality
and experience;
That living, working and relating in the present
on-going immediate reality is crucial for personal
freedom and development;
3 .
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' ™
a cllmate of freedom in the classroom orcounseling session is essential for the learneror dient s self development, individual choice
own ind ividual'world^"
and Shaping his/her
5. That the on-going experience of the learner orclient, the process in which events, relation-ships and feelings are experienced is much moreimportant to understand and focus on than thespecific content issues at hand; and
That personai learning and growth are facilitatedby the quality of relationship between the
teacher-learner and counselor-client.
The aim of humanistic therapy or education, simply,
is to focus on the individual and his/her needs and to pro-
vide the person with a climate of freedom, individual re-
sponsibility and a relationship that nurtures the person
through facilitative attitudes so that the person can help
him/herself and can learn what is most vital to him/her,
what makes most sense in his/her phenomenological world.
The goal in humanistic education and counseling is freedom
for self exploration, development and realization of indivi-
duality.
In order to provide the freedom and facilitative con-
ditions that enable a person to be responsible for his/her
own learning and growth, there must exist a profound sense
of trust in the human organism and its potentialities. Rogers
(1969) states: "If I trust the capacity of the human indivi-
dual for developing his own potentialities, then I can pro-
vide him with many opportunities and permit him to choose his
own way and his own directions in learning" (p. 114).
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May (1967) reinforces the basic notions of humanistic
approaches to training and counseling through his ideas of
what are the essential elements in personality development.
He reduces the essence of personality development to the con-
cepts of freedom, individuality, social integration and reli-
gious tension. Basically, he says it is the counselor's
function to:
1 . Lead the client to an acceptance of the freedom
of his
S
lifet
tY f°r thS COnduct and outcome
2 . To assist the client in
ity or real self and to
this real self;
binding his individual-
have the courage to be
3. To assist the client to a cheerful acceptance
of his social responsibility and help him directhis strivings toward socially constructive ends;ann '
4. To help free the client from morbid guilt feel-ings and to assist him to courageously accept
and affirm the religious tension inherent in his
nature
.
The above concepts can be also understood in terms
of the educational or training setting where personal devel-
opment is the main goal.
Weinstein (1975) defined the crucial dimensions that
make up humanistic educational approaches. As a way of fur-
ther understanding the aims of this humanistic-experiential
approach to counselor training, these dimensions are listed
below. Humanistic education focuses primarily on:
1. The individual learning needs of the student;
2. The choice and responsibility of the learner to
direct his/her own learning;
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3. The personal knowledge and self awareness of
as ^he primary focus where thestudent s own thoughts, feelings and actionsare the learning priorities;
4 . Making sure that individual development
rostered at someone else’s expense; and
is not
5. All elements of a learning program contributingto a sense of significance, value and worth for
each person involved.
From this humanistic philosophy of growth and devel-
opment that interconnects the educational and counseling pro-
cesses and aims, what are some of the implications for coun-
selor training? From this philosophical view, the training
of counselors and the treatment of clients can be viewed as
somewhat similar. Egan (1975) asserts this idea of training
as a form of "treatment," that as trainees are being trained
to help others, they are simultaneously being helped in their
own personal struggles and conflicts, which is integral to
their development as counselors.
These humanistic ideas of growth and development and
how these apply to both training and counseling, can be held,
then, as a basic understanding of what this specific training
program is about, what its aims are, why it is set up and
designed the way it is.
Assumptions and Ideology That
Underlie the Training
At the heart of any training program rests those as-
sumptions and ideological principles that guide and direct
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rm and process of the particular program. The follow-
ing is an attempt to put forth those assumptive and ideologi-
cal bases that this training program values about how to best
train counselors, the nature of learning counseling and the
ways that people grow and develop as counselors. These prin-
ciples and assumptions then are put forth as basic to this
particular approach to counselor training
1 . Exponentially based training model is themost appropriate and effective approach to thetraining of counselors. This implies that peoplelearn best when their learnings are attached todirect experience.
2 . The practice of counseling can only be learned bydoing counseling. it is only through the directpractice and experience of the counseling processthat a person can become an effective helper of
others.
3. Beginning counselors come to a training experi-
ence with their own set of counseling skills,learning assumptions, philosophies and personal-
ity theories. Part of the training in counseling
is to help trainees identify, develop and refine
those helping skills and to make explicit his/her
assumptions about learning, growing and helping.
4. Educational methods or strategies which open
trainees up to their own experiences in the train-
ing class, while providing an actual experience of
helping
,
are valuable in helping the trainee to
maximize his/her learning of counseling.
5. Beginning counselors can best develop their own
styles and modes of helping in a learning environ-
ment which emphasizes freedom to meet individual
learning needs
,
that is flexible enough to focus
on immediate emerging concerns of the trainees.
6. A counselor training group which creates an on-
going process similar to the process of an effec-
tive counseling relationship will be successful
in training effective counselors.
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7. Counseling trainees learn the counseling process
y experiencing both the counselor and client
.
Thls lmPj- les that it is equally importantthat „he counselor in training appreciate and un-derstand the difficult and sensitive role thatthe client is placed in in the counseling rela-tionship. y
8. Counselors can understand and effectively help
clients with their problems to the extent to
which they have understood and worked on their
own problems or concerns. This assumption impliesthat training should include, as a vital aspect,the personal awareness and growth of the counselor
and that it is important to build into the train-ing space for trainees to work on and understand
their own psychological issues.
9. Beginning counselors learn the art of counseling
by imitating or modeling themselves after others
who are more accomplished, experienced counselors.
10.
The trainer or teacher of counseling has a power-
ful and vital role in the training and trainees
will tend to model themselves after the trainer
in terms of counseling behaviors, approaches and
assumptions of helping.
11.
Beginning counselors learn from each other in
the training group as they share their own ideas,
perspectives, psychological issues and ways of
helping
.
12.
Counseling trainees are limited by the experience
and level of counseling adequacy of the trainer.
Training Rationale and Methodology
The training model and methods that this particular
peer counseling program employs are experiential in nature.
The basic discussion and rationale for this type of approach
to peer training was stated in the review of the literature
chapter. Fitting in with the previous sections on counseling
done at Room To Move educational philosophy, training assump-
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tions, and training goals and objectives of this program, an
experiential approach to counselor training seems most desir-
able and practical.
This counselor training approach emphasizes the ac-
tual practice and experience of counseling as the foundation
for helping new counselors develop the confidence, personal
awareness, practical knowledge, facilitative helping skills
and counseling approach necessary for effective counseling
at Room To Move. The learning about how to be a counselor
is acquired by new Room To Move staff through their experi-
ence working in the drop-in center, on-site supervision and
the experiential training program in which they participate.
These components of the training program seem to benefit and
complement each other by allowing the trainees to maximize
their learning through direct, personal experience of help-
ing someone and the on-going experiential training that oc-
curs.
This peer training model includes a group centered
model that combines role play, triads and learning structures
and exercises within this group development model. In addi-
tion, the new counselors at Room To Move also begin actual
work in the drop-in center concurrently with their initial
training program. Riessman (1967) believes that a training
program should be combined with work in a concept of "jobs-
first, training built-in" approach. His assumption is that
significant training occurs on the job.
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With the experiential training approach as the foun-
dation for this counselor training program, the author has
conceptualized this training program as a creative approach
to counselor education. Derived from his own training, ex-
perience, practice and notions of effective counseling and
training, this creative approach has emerged as a training
system which has been conceived in the author's doctoral com-
prehensives paper (1975) and practiced at Room To Move for
the past three years.
In the context of an experiential system of training,
how is this creative approach defined and explained? Crea-
tive as it is meant here refers to a person's ability, drive,
his/her need to make sense of and shape his/her own on-going
experience. Creativity, used in the above context, is an
active process in which a person is constantly striving to-
ward self discovery, self actualization and spontaneous ex-
pression of his/her real self. As Maslow (1962) has con-
ceived of creativity, it is a label that is used to describe
the quality of a person's character, activities, attitudes
and processes. Maslow distinguishes artistic talent creativ-
ity from what he terms "self actualizing creativeness." Mas-
low saw self actualizing creative people as being more natur-
al, free, uninhibited, less controlled with less self criti-
cism.
The actual process of self actualizing creativeness
in people involves a risk factor; risking to be what one
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feels, say what one thinks, act according to how a person
perceives him/herself to be. This concept of risking to
creatively actualize one's intrinsic self involves choice
and the responsibility that goes with making a choice.
In order to foster creative strivings in the train-
ing group, an environment of freedom where self determination
can take place is essential to the creative process. This
training approach strives to create the kind of freedom,
individual choice and responsibility within its structure
cover and satisfy their own learning needs, form their own
ideas, notions, styles and practices for effective helping
and generally promote their own personal growth and develop-
ment .
The climate or learning environment that gets estab-
lished in the training group is crucial in determining how
creative the group process and individual learning can be-
come. This learning environment is established by the values
and norms that are established and upheld by the trainer and
the training group and the quality of interpersonal relating
and communicating that takes place in the training sessions.
This positive learning environment is one where trainees are
empowered to determine the kind of learning experience that
will satisfy their needs. Crucial to establishing a posi-
tive learning environment is the building of a sense of trust
among the people in training. This trusting quality is de-
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veloped and maintained by establishing a quality of relating
among the training participants that is similar to the coun-
seling relationship. This trust factor is built to the de-
gree that each person in the training group feels special or
unique, experiences the freedom and encouragement to partici-
pate in a natural way and feels supported, validated and ap-
predated for who he/she is and the current psychological
state that he/she is in. As in a counseling relationship,
this learning environment is one where each person can take
nsks in his/her struggle to create him/herself as a counsel-
or feel ok about not risking.
Implicit in this kind of learning environment is the
assumption that people are constantly struggling to learn
to know themselves, that given the freedom in a trusting
learning environment people will be able to maximize their
personal learning in a meaningful way.
In creating a positive environment for the learning
of counseling, the leader or trainer has a great amount of
influence. The trainer greatly affects the development of
the group process and helps to set the norms and values of
the counselor training group. The trainer also acts as a
behavioral model of a counselor for trainees to imitate. The
ways in which a trainer initiates contact, interacts with
group members and models certain helping skills or facilita-
tive behaviors has a large impact on (1) the development of
the group learning environment and (2) the extent to which
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trainees develop effective counseling skills and approaches.
The concept of modeling as a powerful learning force
in counselor education has been strongly put forth by Cark-
huff (1964, 1969, 1971); Rogers (1957); Brammer (1973); and
Baldwin (1973). Modeling simply means that those skills,
attitudes and approaches that are modeled or communicated by
the trainer within the process of the training group are es-
sentially copied or imitated by the trainees.
Carkhuff (1969)
,
in discussing the critical vari-
ables for effective counselor training, stresses that it is
important for the trainer to function at high levels of
facilitative conditions (respect, empathy, genuineness). He
states that research has shown that trainees move in the di-
rection of their trainer (s) in exhibiting facilitative be-
haviors
. Truax and Carkhuff (1964) discuss the importance
of the therapist's personality and how this relates to a
training approach that encourages personal growth and devel-
opment in trainees. They state: "This implies that the
teacher, trainer or supervisor should provide minimally
high levels of therapeutic conditions and thus contribute to
the trainee's personal growth and also provide the trainees
with a living observable model of a therapist to be imi-
tated." Baldwin (1973) reinforces the notion of the trainer
as model by asserting that the trainer should not ask the
participants to enter any activity that he/she is unwilling
to model or engage in him/herself.
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In developing a positive learning environment and
serving as a role model for an effective counselor, the fol-
lowing trainer behaviors and interpersonal qualities are seen
as important. These behaviors are also conceptualized as be-
ing closely associated with the one to one counseling pro-
cess. The trainer behaviors and qualities are:
1* Being attuned and responding to the needs of
each person in the training group as these needs
are expressed or sensed;
2. Recognizing and prizing each person as unique and
special;
3. Helping each person to articulate and clarifyhis/her feelings, needs, values, ideas and con-
cerns ;
4. Recognizing and building on those strengths
that a person exhibits or identifies;
5. Being as accepting and non- judgmental as possible
in terms of what a person has communicated;
6. Giving a person feedback on his/her interpersonal
impact on others;
7. Sharing personal reactions, personal issues, feel-
ings and current concerns with the training
group; and
8. Giving trainees the room to assume the role of
facilitator or leader at given times in the train-
ing .
The responsibility for creating a positive learning
environment and determining what will happen in a given class
is shared by all participants. The attempt is to include
trainees in the development of the training focus and to en-
courage a spirit of sharing, caring and collaboration so that
trainees feel a personal investment in the design of the
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training and from this they can
ing and support in the training
experience a sense of belong-
group
.
The form that this training takes is a small group
interactive model where content and process are often blended
together as the immediate experiences of the individuals in
the training group many times becomes the focus of attention.
The learning process can be understood as one where each new
counselor is encouraged to voice learning needs, personal is-
sues, Room To Move working concerns or desires for specific
content areas. These expressed needs and/or concerns are
then responded to by the training group. Interpersonal and
group issues that emerge in the on-going training process are
identified and dealt with as real experiences of problem and
conflict explication and resolution. Specific learning
structures for counseling are also employed to help trainees
practice the art of counseling and become experient ially in-
volved in the helping process. These educational exercises
or strategies will be discussed at length in the next sec-
tion .
In order to get an idea of how a typical training
class unfolds, the following conceptualization is presented.
At the beginning of a training class the trainer usually ini-
tiates the session by suggesting or introducing a possible de-
sign or class agenda. This design usually has a content
focus and an experiential exercise to bring the content
alive. The group then either agrees to follow this design or
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can renegotiate the session based on other primary immediate
concerns. The original plan for the class is usually made
by the trainer based on the expressed needs of the class from
the previous training class. Sometimes no particular design
presented but rather a beginning checking out of what
trainees want to focus on for the class or how people are
feeling in their particular life spaces.
The beginning training sessions are generally more
designed and structured to help set norms and working defini
tions of the group. As the group matures and knows the kind
of structures and possibilities that it can use to learn
counseling, it becomes more group directed through a con-
tracting process in the beginning of each class.
Learning Structures for Counseling
The main purpose of the exercises or learning struc-
tures employed in this training is to provide trainees with
a chance to experience and participate in real helping situ-
ations
. These structures are designed to give trainees a
chance to actually counsel each other and receive feedback
or a critique of their counseling approach and to be able to
receive personal assistance by participating in a client
role. Through these counseling exercises, trainees can ex-
periment and try out different ways of counseling as each
trainee is in the process of developing his/her own style of
helping. The chance to actually work on personal issues and
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problems through the client role is an essential part of
these structures because a major part of this training is de
own personal difficulties. Through this kind of work, train
ees wor* on actualizxng their own personal growth and devel-
opment
.
These counseling exercises are not micro-skills
learnings but rather provide the trainee an opportunity to
learn counseling through a holistic approach. The exercises
are created to approximate a real counseling situation where
helping skills are learned through practice and feedback and
identification of specific counseling skills as they are
evidenced in the counseling.
There are other exercises which do not directly in-
volve counseling bu': rather are designed to put people in
touch with their own psychological issues. The kind of shar-
ing, helping and dialogue that often transpires during and
following one of these exercises is beneficial to both the
person (s) who shares his/her concerns and the training group
who, through helping the person understand his/her struggles,
establishes a group helping process that is similar to the
one to one helping process.
These exercises can be used again and again as basic
learning structures as the group determines what kind of
training experience it needs or desires for a particular
class
.
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The following class structures which are presented
and described below are the ones most employed in this coun-
sslor training class.
Ro le play
. One of the most basic forms of counselor
learning is the acting out of a short one to one counseling
session in front of the training class. in this structure,
the class decides to have a role play to dramatize either a
certain kind of counseling situation that might occur at
Room To Move drop-in center or to play a particular client
that someone has actually tried to help. Sometimes a trainee
will even share some personal issues as the client and make
the role play into a real helping situation. in the exer-
cise, another trainee volunteers to be the counselor as the
rest of the group observes. Following a brief (15 minute)
counseling session a feedback process unfolds in the follow-
ing sequence:
1. Both counselor and client are asked how each ex-
perienced the role play session;
2. Class helps the role players analyze the counsel-
ing session;
3. Positive and negative aspects of how the coun-
selor worked with the client are highlighted; and
4. Other counseling approaches and issues concerning
how the counselor might improve his/her counseling
approach are discussed.
Role plays can also be used as an effective counseling super-
vision tool where the presenting counselor plays his/her coun-
seling case and from the role play can get more perspectives
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on how to effectively work with the client in the future.
^eriential_triads. This exercise is designed as
a small counseling work group. Three people decide to work
together and each decides which role he/she wants to assume
(counselor/client/process observer)
. The client is encour-
aged to work on some real issue in his/her life. if this is
too uncomfortable the client can role play a specific prob-
lem. The counseling session continues for 30 minutes. Fol-
lowing the session, the observer proceeds to help the coun-
selor and client understand the counseling session according
to the same feedback process sequence of the role play (see
above)
. When adequate processing and discussion have hap-
pened, another counseling session in the triad, with each
person assuming a new role, can begin. When all the groups
have finished, depending on the time allotted, the training
group as a whole reconvenes and each triad shares their ex-
perience and what learnings and counselor issues have
emerged
.
Sometimes previous to the triads exercise a list of
guides to counseling is written on the blackboard. These are
intended to help the beginning counselor have some sense
about how to go about helping someone. The guides to coun-
seling that are listed are:
1. Try to stay in the Here and Now;
2. Focus on the person's Feelings;
3.
What does the client want, need;
Ill
4. Non-verbally how is the
him/herself; person presenting
5. As the counselor,
feelings
;
pay attention to your own
s does
blem
7. What does the person want to Do about his/herproblem; and
Short position papers
. The class is asked to write
brief statements concerning their own basic beliefs, philo-
sophy and values concerning certain questions fundamental to
the helping process. Trainees then read or discuss their
views in class as a way of sharing and focusing on the basic
assumptions that each person holds in terms of facilitating
another person's growth and development. Examples of such
papers include: What are your own notions about counseling?
How do you define a psychologically healthy person? What are
your views or beliefs about the nature of humankind? This
kind of exercise is more intellectually, cognitively orien-
ted. The purpose is to have each person articulate and dis-
cuss their own values and theories of helping, personal
growth, and psychological health and point out how these at-
titudes and assumptions affect the ways in which people go
about helping others.
Blind trust walk. Trainees choose partners and one
person of the pair is blindfolded. For twenty minutes or
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more the unblinded person guides the blindfolded person
around the immediate environment or building. There is no
talking allowed. After the time allotted is done, each per-
son writes in a notebook his/her experiertce of the exercise.
The partners then switch and the exercise is repeated. Af-
terwards the partners have a chance to share their experience
with each other and the whole group. The issues of trust,
of being helper or helpless of who leads who in the counsel-
ing relationship are all brought out as well as other imme-
diats reactions or expo r i.o r, ^, G Q
Interpersonal and group awareness through a fish
bowl. This exercise is designed to stimulate interpersonal
awareness, look at group process and for each person to give
and get feedback about specific personal relating styles in
groups. The exercise begins with the group dividing in half,
one half of the group forms an inner circle, the other half
surrounds the inner circle of people. Each person in the
outside is paired with someone in the inner circle. The out-
side person must observe as closely as possible the behaviors
of his/her partner sitting in the inner circle. The inner
circle of people is given 20 minutes to interact with each
other. After the time is over, the outside people give feed-
back to their partners concerning what behaviors they ob-
served or sensed during the inner group interaction. The
inner and outer groups then switch and repeat the same pro-
cess. This is followed by a whole group discussion and pro-
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cessing of how people experienced the exercise.
—
mal fanta
-
sY with trumpet processing of behavioral
Pattern. This exercise is designed to help trainees get in
touch with their own behavioral patterns around the issue of
anger through fantasy. People are asked to visualize them-
selves as an animal, then think of someone in their life who
they are angr^ at and visualize this person as an animal.
People are then asked to relax, lie down, close their eyes
and fantasize about the two animals meeting in the woods.
People are asked to finish the fantasy by focusing on r what
happens when the animals meet, how is this meeting resolved
and how does each animal feel. This fantasy is then written
down by each person and explored through using Weinstein's
Trumpet, a tool that helps people examine their behavioral
patterns. The exercise points out the use of fantasy as a
tool for looking at psychological issues and shows a process
for how to help people understand and possibly change es-
tablished patterns that are not desired by the person.
Use of videotape as a training tool . As part of the
evaluation technology and method employed in this study, each
counselor was videotaped in a 15 minute counseling session
with the same kind of client. This was done early in the
training and at the end of the training program. These tapes
were used in the training class as a critical form of feed-
back for each trainee and his/her counseling style and ap-
proach. This method of using videotape as a feedback train-
114
mg tool, although not emphasized in this particular training
group was experienced as a valuable tool for learning coun-
seling and could be used in the future as a primary tool in
counselor training.
Use of drugs and drug crisis management training
manual. m order that not too much training time be taken
up with instructing trainees on specific knowledge of drugs
and crisis procedures for managing a drug overdose, an un-
published manual, Drugs and Drug Crises , was prepared for
Room To Move staff by Ruhf
, Mellor and Lehrman (1976). This
manual was written to provide all the basic facts about
drugs and give simple, concrete crisis management instruc-
tions for handling someone either overdosed on a particular
drug or having a bad drug experience. This manual was given
to the trainees and gone over in a training class.
Readings used to supplement training . At times dur-
ing the training, specific articles are given to the trainees
to supplement their work in the training class. Readings on
counseling theory and practice, crisis intervention, tele-
phone counseling or drug information are all handed out.
Self directed reading in topics considered vital to the train-
ee are encouraged. These readings are not, however, used as
a basis for class interactions but rather the focus is on
direct, experiential learning of counseling.
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New staff selection Procedures and Process
With the training model and methods used in this
training program already discussed, a description of the
methods, procedures and criteria that were used to select the
new group of Room To Move counselors for the 1975-76 school
year is now presented.
Proper selection of a group of counselors is probably
the most important aspect of a counselor training program.
Selecting people who already possess helping skills, who have
great potentials for helping others, are motivated to want
to help others and are personally secure within themselves
is vital to how successful any counseling training program
is in achieving a quality of excellence. Room To Move looks
for people who have positive energy, care for others, who
are inquiring, developing people who can enter the New Staff
training program with some natural helping skills that can
be refined in the interactive, sharing, experiential process
of the training classes. Given this, the question becomes
how does an organization like Room To Move go about select-
ing a group of new counselors who have maximum interest, abil-
ities and potentials for helping others through counseling?
Since its beginnings, Room To Move has always had
unofficial selection procedures, loosely defined, but cen-
tered around staff interviews in a small group context.
Through the efforts of a Room To Move Health Advisory Commit-
tee made up of Room To Move staff and university profession-
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als, much clearer selection guidelines, criteria and proce-
dures were developed prior to the selection of the new coun-
selors represented in this study. fln attempt was made to in-
sure that the quality of people selected to work at Room To
Move would be as excellent as possible. The following is an
operational description of how thic:uu cnis selection process took
place
.
Before the selection process began, staff memoers
assessed the current needs of the staff and the kind of raci.
and sexual balance desired for Room To Move. It was decided
that approximately 10 new counselors should be selected and
preference would be given to applicants with previous coun-
seling experience who could work for Room To Move more than
one year. it was established that a significant number of
Third World and women counselors would be selected to be in
the new counselor's group. Selection criteria, established
from the work of the Health Advisory Board, were also high-
lighted so that staff members involved in the selection coulc
keep them in mind while interviewing applicants and deliber-
ating on their potential for selection.
Besides an applicant's interest and previous experi-
ence in counseling, the following qualities or attributes
were established as important criteria for selection: the
applicant's (1) self confidence and personal security; (2)
positive energy and awareness of others; (3) honesty and
sense of integrity; (4) pattern of relating during inter-
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views (listens, asks questions, speaks with clarity); ( 5 )
awareness of personal strengths and weaknesses; (6) ability
to give energy and not drain it; (7) interpersonal openness
and warmth to others; and (8) able to understand and feel
comfortable with people who have different values or cultural
backgrounds
.
The first step in the selection process was to have
each interested applicant fill out an application question-
naire and interview with a staff member on the selection com-
mittee. The staff member was supposed to use the written
out questionnaire as a starting point in the initial inter-
view. Following the interview, impressions of the applicant
and a recommendation concerning whether this particular person
should be included in the final group interview were written
by the interviewer on the back of the questionnaire. The
staff interviewer was asked to base the recommendation on
the selection criteria mentioned earlier.
When the application period ended, the selection com-
mittee reviewed all applications and decided to interview
about half or 25 of the approximately 50 applicants. All 50
people were notified about being in the final selection or
no t
.
Two consecutive evenings were set aside for the group
interviews, with half the final applicants coming to be in-
terviewed each night.
Before the group interviewing process began the Room
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To Move staff gave a short introduction concerning the inter-
view process and the kind of work contract expected of newly
selected counselors. This contract included attending all
staff training and supervision meetings Tuesday and Thursday
mornings, one 4 hour shift a week in the drop-in center,
weekend shift duty and one 2 hour New staff training class
once a week. The group interviewing procedures were set up
in the following manner: Room To Move staff interviewers
were divided into 3 groups of 2 or 3 people in a group. Ap-
plicants chose to be in one of these groups so that there
were approximately equal numbers of people 5 or 6 in each
small group. Applicants were asked to spend about half an
hour in each small group talking, relating, answering ques-
tions, asking questions. After the half hour, the groups
were asked to switch. The idea was for every Room To Move
interviewer to have a chance to meet each applicant in the
group setting.
These group interviews were set up to create an open,
friendly, sharing atmosphere where the applicants could feel
free to talk. in addition, the group interview mode of
selection afforded a view of each applicant's interpersonal
style and gave the interviewers a realistic comparison of
the applicants. The basis of the group interview centered
around issues having to do with a person's values on helping,
drugs, cultural differences and the interactive styles and
interpersonal skills that the applicants displayed in dealing
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With the specific questions and concerns raised in the group.
Examples of the kind of questions used in the interviews
were: How do you help someone? How do you personally define
drug abuse? What is important to you in life? How would you
handle someone having a severe psychological crisis? Other
questions related to issues of racism and sexism awareness
were also included in the interviews. The overall flow of
the interview was not specifically planned but strived for
a feeling of connection, spontaneity and interaction in each
group
.
Following the first evening interviews, the Room To
Move interviewers each indicated his/her top 6 choices of the
applicants interviewed. After seeing which applicants were
consensual ly chosen by the staff and debating about other
people s choices, the top 5 people were noted down for final
consideration
.
The next night exactly the same selection interview-
ing process took place. After the interviews, all applicants
were listed on the blackboard and each staff picked his/her
top 6 choices. Lengthy discussion ensued concerning staff
member's perceptions, intuitions and senses of each appli-
cant. After much deliberation, a final list of ten people
was agreed upon by the interviewing staff. These selections
were made as recommendations subject to the approval of the
entire staff.
At the next all staff meeting, the selection commit-
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tee presented its selection recommendations to the staff.
Questions about any of the selected counselors were enter-
tained and a final vote of approval was taken. All appli-
cants were subsequently notified as to whether or not they
had been selected. Besides using the selection criteria as
a basis for selection, on a subjective level, staff tended
to select those people they liked the best. The people who
were liked the best were those with similar values, sensi-
tivities, personal attractiveness, in short, people who were
experienced noorc
The group of new staff counselors selected for the
New Staff training program had the following makeup. Six
women and four men were selected and of those seven were
white and three Third World people. A more detailed descrip-
tion and profile of this new group will be offered in the
beginning of the Chapter VI, Results.
During t_he previous year's selection, a guestionnaire
was given to the applicants following their group interview
experience. This guestionnaire was designed to get an idea
of how applicants experienced the Room To Move group inter-
view process. This effort was also part of the Room To Move
Health Advisory Committee's review of Room To Move's selec-
tion practices. Some of those responses to the guestionnaire
are presented here as a way of validating Room To Move's
group interviewing process.
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What^are your reactions to the interv iew you Wh
comfortable
,
Enjoyed the people. Very toqether t-haf-'einterestiog listening to^thlr s^^acttons fnd SSl
I liked it m that it was divided into differentgroups and the burden of being "interviewee" wasn'tas heavy as if I had been alone.
it
f
was ?hp°?
f0r
^
abl
a
in
u
the first interview becauset e first and I had anxiety which got in theway of me expressing myself. Found interviews tobe warm and once it got going it felt at ease.
A lot less traumatic than the interview I had at
roject Place, interesting to have group interviews,
a lot more comfortable, I felt supported by theother volunteer applicants.
Favorable, though I think it should have dealt more
with attitudes concerning drug use and other
societal problems.
What kind of criteria do you think the RTM staff was usinqto make their choice?
—
Your capabilities of dealing with other people. How
you felt about yourself, how you expressed yourself
and how confident you felt about the qualities, etc.
the volunteer has to offer.
Motivation, background, listening ability (i.e., lis-
tening to others explain themselves)
,
ability to open
themselves
.
Overall impressions, experience displaying their
skills regarding their counseling techniques.
Perhaps an overall look at a person's mental and
spiritual qualities. How not just practical job ex-
perience has affected them but how life has affected
them. Their openness and ability to handle a group
interview, their honesty, and perhaps sensitivity
in the situation.
Experience, confidence, first impressions.
122
Not sure,
have genuin
human service
Very good, because it seemed
for us. as awkward to them as
pure interest
because we were
I wasn't nervous. That's saying something.
Although I naturally felt ill at ease the staff
made the interview a basically comfortable situation.
I telt good about the people in each group.
^ think the staff did as well as anyone could have.The interview is just not a situation where you are
comfortable and anything to lessen the tension or
anxiety is helpful.
In-Service Training and Supervision at
Room To Move
The Room To Move in-service training and supervision
programs, which are ancillary components to the New Staff
training program and not the focus of this dissertation study
are briefly described below to provide the reader with a full
conception of the overall training that New Staff counselors
participate in at Room To Move.
Room To Move has always devoted much time and energy
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to its in-service training program. The training is gener-
ally designed to help the peer counselors refine and expand
their counseling approaches and ideology, clarify personal
values around areas in which the staff focuses its services
and help the staff understand and deepen their awareness and
consciousness about oppressive forces, i.e., racism, sexism,
gay issues, that affect student’s psychological condition and
limit a counselor's ability to help or in some cases harm
another person.
The speciric training sessions tend to reflect the
current issues and problem areas that are found to be preval-
ent in the work done by Room To Move staff such as alcohol
problems or relationship difficulties. The in-service train-
ing has evolved over the years from an emphasis on drug in-
formation and drug counseling strategies, altered states of
consciousness and alternative highs, like the practice of
yoga and meditation, to a more political and clinical empha-
sis with a focus on alcohol and personal problems. This
evolution has occurred as a response to the ever-changing
mood, needs and drug and emotional difficulties experienced
by the UMass community.
Generally, the in-service training is designed in a
workshop format with both outside experts and Room To Move
staff conducting the training workshops. The training for-
mat for many of these workshops employs humanistic educa-
tional strategies which help the participants get in touch
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With personal knowledge and experience, facilitate dialogue
in the training session and provide experiential exercises
to bring alive the issues that are being discussed. The in-
service training workshops are held on a weekly basis, oc-
curring every Thursday morning for three hours.
Over the years, the counseling supervision at Room
To Move has been conducted by the professional Mental Health
staff on a consultant basis. Informal supervision has always
been provided by staff members when requested. During the
1975-76 school year, the Room To Move staff felt there were
enough experienced high level counselors who could super-
vise the staff and so supervision was done completely within
the staff.
The counseling supervision was organized into small
groups that were composed of one designated supervisor and
a mixture of new and experienced staff members. The groups
met once a week on Tuesdays. The main goals in these group
supervision sessions were: (1) for each counselor to share
counseling cases that he/she was unsure about how to handle;
(2) to explore the important issues in these cases; and (3)
analyze the basic helping approach that the counselor was us-
ing to work with the client. Personal conflicts or issues
that were blocking the counseling work for a particular
counselor were also dealt with in these supervision groups.
Another aim of these groups was to function as a support
group for the people in them.
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As part of the supervision system, on-site supervi-
sion was also set up for each shift in the drop-in center.
A specific shift supervisor was designated for each counsel-
ing shift. The purpose of this system was for staff members
to have available to them someone who they could immediately
consult if a difficulty arose in their center work.
A description of the actual training workshops and
an analysis of the training and supervision in-service pro-
grams will be put forth in Chapter VI, the results of the
study.
Summary
Overall, this chapter has attempted to put forth the
philosophy and nature of the New Staff training program and
the educational model and methods used to develop a group
of counselors at Room To Move. Other background information
and a description of the in-service training and supervision
were also included. It is hoped that this training model was
articulated such that it could be replicated in the future.
The next chapter deals with how an evaluation study
was designed and implemented to assess the effect and effec-
tiveness of this program on the personal and counselor devel-
opment of this group of new Room To Move staff.
CHAPTER V
DESIGN OF THE STUDY
Introduction
This dissertation study is designed primarily to look
at how effective the Room To Move New Staff training program
is in selecting a new group of counselors and developing them
into competent or effective peer crisis counselors. Another
main purpose of this study is to fully describe this training
program--its rationale, philosophy, model and methods— such
that it could be replicated in another setting. In the pre-
vious chapters a thorough description of this training pro-
gram was made toward this second purpose. A brief descrip-
tion of the other training and supervision experiences in
which the new counselors participated was also presented.
As an overall framework and background for this
study, the previous chapters specifically discussed: (1) the
statement and background of the problem considered in this
study; (2) a review of the relevant literature concerning the
role, viability and selection and training models and methods
for peer counselors; (3) an overview and description of Room
To Move, the alternative peer helping agency at UMass which
is the context out of which this study takes place; and (4) a
description of the rationale, methodology and design of the
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New staff training program that is being studied in this dis-
sertation
.
With this background
, this chapter will deal with the
following. (1) areas of this training program evaluation
which establish the efficacy of this training program; (2)
modes and methods of evaluation; (3) subjects in the study;
(4) hypotheses of the study; (5) construction of and ration-
ale for developing the Crisis Counselor Effectiveness Scale;
and (6) administration of the evaluation tools.
Areas of Evaluation
The following areas were chosen to examine the effi-
cacy of the New Staff training program:
1. The development of each new counselor's helping
skills or counselor qualities;
2. How those values and attitudinal sets of the
trainees that concern self actualization were
influenced by the training program; and
3. How the trainee's participation in the training
program affected their own personal growth and
development
.
Why were these three areas selected to determine and
assess the effectiveness of the New Staff training program?
These three areas are considered by many peer counseling pro-
grams as vital in developing effective peer counselors and
as a result appear as training goals for many of these pro-
grams (Clark et al
. ,
1975; Anderson et al
. ,
1975; Gravitz,
1975; Hoppenbrouwers, 1970). Conceptually, these three areas
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of counselor development can be understood as synergistically
linked such that as one area changes or becomes developed
there occurs development in the other areas.
In the literature, there is growing evidence, accord-
ing to Brammer (1973), that the personhood of the helper has
significant impact on the positive growth of the client.
Other theorists believe that the theory or methods that the
counselor brings to the helping relatinoship are far less
important than the counselor's personality traits and atti-
tudes rhat direct how the helping methods are manifested
(Combs et al., 1969; Rogers, 1961). in addition, Rogers
noted that it was the client's perception of the counselor's
attitudes that made a difference in helping effectiveness.
In other research, it has been found that there is
a correlation between the psychological health or well being
of the counselor and his/her ability to provide facilitative
conditions for the client (Berenson and Carkhuff, 1967;
Rogers, 1958; Foulds, 1969). What this suggests is that
training that focuses on the trainee's personal development
and values clarification will affect positively the trainee's
abilities to provide facilitative conditions in the helping
relationship. Therefore, a training program evaluation that
was based on investigating the trainee's development accord-
ing to personal growth, attitudinal change and counseling
skills was seen as a sufficient way of establishing the train-
ing program's effectiveness.
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Modes and Methods of Evaluation
Through a search and inquiry into how other peer
counseling programs have evaluated their training programs,
three different modes of evaluation were selected to measure
the training impact on the three areas of evaluation. Each
evaluation method is presented below with a brief explanation
for using this particular method.
1 * The rating o f pre and post videotapes made of
trainees doing an initial counseling session. Videotapes
were made of each new counselor in the fall (pre) and spring
(post). These were rated according to a certain facilitation
level for each variable in the Crisis Counselor Effective-
ness Dcale (C.C.E.S.). The C.C.E.S. was originated as a
pilot evaluation tool to assess levels of effectiveness ac-
cording to the following skills or qualities: Warmth, Active
Listening, Empathy, Clarification, and Action. This video-
tape rating methodology was modeled from Truax and Carkhuff's
(1967) rating scales and method and was seen as the most
direct method for observing and assessing counseling or
facilitation skills. The origins, rationale and description
of this instrument are explained later in this chapter.
2 • Administration of the Personal Orientation Inven -
tory
,
a standardized test which measures a person's values
according to 12 variables that constitute a person's level of
self actualization (Shostrom, 1966) . This test was given to
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the trainees both pre (fall) and post (spring). m addition,
a control group was also tested similarly to compare the two
groups. The control group consisted of counselors from the
peer sex counselor program at UMass. Their training program
was seen as more formalized than that of the Room To Move
counselors and therefore a comparison of experiential vs.
more formalized training programs could hopefully be made.
In selecting the P.O.I. it was thought that this
standardized measure would give a direct assessment of the
trainee's self actualizing values and how they were affected
by involvement in the Room To Move training program. This
instrument was also implemented as a way to back up and vali-
date the pilot C.C.E.S.
3 • A final self report questionnaire was given to
each trainee at the end of the year. This questionnaire gave
the trainees an opportunity to report on their own learnings
as a counselor and personal growth and development as the re-
sult of participating in the New Staff training program. In
addition, a first semester feedback sheet was also filled out
by trainees. (These questionnaires appear in Appendix A.)
Many peer programs have relied on self report or assessment
as their main evaluation method (Parnell, 1974; Chanin, 1975).
This questionnaire method was seen as a good way to determine
the personal growth of each trainee and their own assessment
of themselves and the program in terms of individual develop-
ment. The questionnaire was also designed to give trainees
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a chance to describe and evaluate the training model and the
leadership style of the trainer.
Subjects in the Study
The subjects in this study were 9 people selected by
Room To Move sta^f to provide crisis counseling services at
Room To Move's drop-in center. These individuals and the
group as a whole serve as the focus of study in looking at
now the training program impacted the new staff as a group
and as individuals.
Another subject group, acting as a control group in
the P.0.1, evaluation, were 9 peer sex counselors from the
Peer Sex counseling program at UMass. This control group
ke compared to the Room To Move group in terms of the
P.0.1, variables.
Hypotheses of the Study
The following hypotheses are submitted in the form of
positive predictions concerning this study.
1. The New Staff training program will help trainees
significantly develop and increase their facilitation skills
as indicated by ratings of pre and post videotaped counseling
sessions of the trainees according to the Crisis Counselor
Effectiveness Scale.
2 . Participation in the New Staff training program
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Will positively impact trainees' helping values or attitudes
according to the P.0.1, pre and post tests.
3. An experiential training approach will have a
greater developmental impact on trainees' self actualizing
values than a more formalized training approach. This hypo-
thesis will be borne out by Room To Move trainees increasing
their levels of self actualization significantly more than
the Peer Sex counselors control group according to a compari-
son of the two groups on the P.0.1, pre and post tests.
4. The New Staff trainina program will promote sig-
nificant personal development and growth in its trainees as
indicated through a self report by each trainee at the end of
the program.
5. The self reports from the final questionnaire of
the Room To Move trainees will serve to positively reinforce
and validate the intentions, approach and learning process
of the experiential training program.
6. An increase in the crisis counseling skills of
the trainees as established by the videotaped ratings will
be accompanied by trainee self reports of personal growth
and learnings as well as increased P.0.1, scores of trainee
self actualization.
7. Certain P.0.1, variables matched with the C.C.E.S.
variables will both increase as a result of the training
treatment for the training group as a whole. This will help
establish a basis for validating the pilot C.C.E.S. instrument.
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Construction and Rationale for Developing therisis Counselor Effectiveness Scale
In order to evaluate the crisis counseling effective
ness of the New staff counselors at Room To Move, a pilot
Crisis Counselor Effectiveness Scale was originated that
would capture and operational the essentials of crisis coun
seling into levels of effectiveness. Through the use of thi
scale, the counselors could be rated from their pre and post
videotapes or an initial counseling session according to
their levels of effectiveness on each variable. This metho-
dology would provide a way to determine the level of effec-
tiveness for each counselor both at the beginning of their
involvement in the training and at the end of the training
program. Through a comparison of the rated pre and post
videotapes, the training program's impact on helping train-
ees develop crisis counseling adequacy would be established.
A rationale for and description of how this crisis counselor
effectiveness scale was conceived and developed follows be-
low.
Researchers have worked on the problem of isolating
and analyzing what elements are essential to the positive
outcome of counseling. Rogers (1957) put forth much of the
ground work for this research when he illuminated the "Neces
sary and Sufficient Conditions for Therapeutic Change." In
this research, Rogers made the case that no matter what
chosen mode of therapy is used, to the degree that these es-
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sential elements (unconditional positive regard, empathy and
genuineness) are conveyed by the counselor and experienced by
the client in the counseling relationship, the more likely
positive change will occur for the client.
From this work Carkhuff and Truax (1967) slightly
reformulated the "primary elements" of counseling as being
(1) empathy, (2) genuineness, and (3) respect. They, in ad-
dition, tried to operationalize these terms and devise a rat-
ing system so that practical assessment could be made con-
cerning a counselor's actual performance, with these primary
elements operationalized into levels of counselor adequacies,
counseling programs have used these concepts and tools to es-
tablish their effectiveness and viability (Egan, 1975; Del-
worth, 1972).
In laying the groundwork for the evaluation of Room
To Move New Staff training program, the above work was used
as a model for devising an original set of essential ele-
ments that could be defined and established as an evaluation
instrument to measure the efficacy of this training program
in developing crisis counselors.
In keeping with the exper ientially based approach
that exemplifies this Room To Move training program, experi-
enced Room To Move staff were included in the development of
this evaluation tool. Each person was asked to list from
his/her own experience of counseling at Room To Move those
elements of counseling which were most essential to effective
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counseling done at Room To Move. After viewing and discuss-
ing the different counseling essentials put forth by each of
the staff, these lists were consolidated into a workable,
agreeable form which captured the overall ideas and notions
presented by the staff. The counselor essentials established
were. WARMTH, ACTIVE LISTENING, EMPATHY, CLARIFICATION, AC-
TION.
For the sake of clarity, a brief distinction is made
here between crisis counseling and counseling. Crisis coun-
seling is a short term, problem oriented, supportive accroach
whereas counseling per se can be understood as a more on-
going generalized process of helping. Room To Move provides
both crisis counseling and on-going counseling and the vari-
ables in the C.C.E.S. are seen as applicable to both forms
of helping. However, the focus of the New Staff training pro-
gram is on crisis counseling and the instrument was created
with this in mind.
To provide a basic rationale and understanding of why
these 5 variables were chosen, each variable will be dis-
cussed separately.
Warmth . Warmth is a quality of relating that is
very similar to Rogers' unconditional positive regard or
non-possessive warmth. This quality has to do with a coun-
selor's genuine openness and positive acceptance of the
client. There is a definite caring quality in this warmth
that translates into a concern about the client and a desire
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know him/her. in crisis counseling this element is vital
to establishing an immediate rapport, in making a positive
connection, in beginning a trust relationship with the
client. It is this quality of the counselor that sets the
client at ease or calms him/her enough to begin opening up
and sharing what is on his/her mind. Brammer (1973) defines
warmth as a condition of friendliness and consideration mani-
fested by smiling, eye contact and showing concern and inter-
est. Brammer says that Freud and his followers emphasized
warmth as a significant factor in the therapeutic process.
According to Brammer, the warmth of the helper conveys a per-
sonal kind of psychological closeness as opposed to profes-
sional distance. This quality is seen as especially impor-
tant in crisis counseling.
Active listening
. Active listening is a term used to
describe the "listening skills" or the close attention that
the counselor pays to the client's expressed concerns. Not
only is the counselor acutely attending to the client's ex-
pressions and specific issues but is sharing this perceived
information back to the client in the form of restatements,
paraphrases and summarizing a general picture of what the
client has presented. This quality or helping skill is the
"mirror" role that the counselor plays to give the client a
glimpse of what he/she is presenting. Within this variable
much of Ivey's work (1968, 1971) on microcounseling skills
focusing on the counselor's attending behaviors is included
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here in a generalized form. it is this counselor skill area
that gives the client a feeling of being understood and
through this gets a sense of what he/she is expressing. in
describing the qualities of a helping relationship Sinnett
(1976) says this about active listening:
In our society there is an over-emphasis on advicegiving or on recommending an immediate course of
action. Active listening seems somewhat alien to
us ;it does not involve doing anything immediatelydecisive or definitive about a problem. Yet lis-
tening with genuine interest and compassion may be
the most positive thing a counselor can do. (p. 48)
Empathy
. In many theorists' minds, empathy is the
single most important factor in determining a positive coun-
seling outcome (Rogers, 1957; Truax and Wargo, 1966; Truax
and Mitchell, 1971) . Coming from the german word einfulung
,
empathy literally means feeling into. Empathy as a counsel-
ing skill is the ability of the counselor to sense or per-
ceive accurately the explicit and implicit feelings of the
client and understand those life experiences and contexts
and references that have contributed to the client's affec-
tive state. In the counseling process these sensings of the
client's feelings are shared with the client.
According to May (1967) empathy is the vital factor
in counseling where the counselor works basically through
his/her perceptions of the client's feelings. May says,
"Influence is one of the results of empathy. Whenever there
is empathy some influence will be occurring" (p. 92). Keefe
(1976) also identifies empathy as the critical skill in the
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helping process. "Empathy," he says, "both facilitates com-
munication and provides the impetus for growth and change
through relationships." Brammer (1973) refers to empathy as
an "emotional mirror." He says the counselor must make an ac-
tive effort to put himself in this internal perceptual frame
without losing his/her own identity or objectivity. Indeed,
empathy is the one counselor quality that is included in
every assessment of primary helping skills or qualities
throughout the professional literature.
Clarification
. Clarification is the orocess bv which
the counselor helps the client become clearer, more specific,
more focused concerning his/her wants and needs and the main
psychological issues that exist for the client. Through the
clarification process, the counselor, by using his/her active
listening skills and by questioning the client about his/her
values that permeate the client's different concerns, helps
the client put together a clearer understanding of what the
major problems are that are bothering the client. Different
perceptions and perspectives concerning these major concerns
are brought out by the counselor in the clarification pro-
cess. This quality of crisis counseling is basically con-
cerned with helping the client articulate and own his/her
specific values. This clarifying of values process also in-
cludes the counselor helping the client be aware of the imme-
diacy and reality of the present on-going counseling session.
Brammer (1973) sees the goal of clarification in the
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helping process as helping the client state why he/she wants
help, to get an understanding of how the client sees his/her
problems or life situation.
Thxa essential variable in the crisis counseling
model can be seen as experimental in the sense that it has
not before been explored in research as a critical helping
skill.
Action
. in all forms of short term psychological
help clients always want to know what they can do to make
their current situation better. This action variable can be
understood as a problem solving process in which the client,
after understanding and clarifying his/her concerns and
feelings, explores what options, alternatives or realistic
action steps can be taken to make a difference in the
client’s life. Choice and responsibility for shaping and
reshaping one's life are issues dealt with in this crisis
counseling variable. The counselor then helps the client
discover his/her own realistic plan of action and/or helps
the client accept inherent limitations in his/her life con-
dition .
This action variable has not been written up in the
literature as a crucial counseling variable and can be seen
as experimental in terms of a critical variable as defined in
this crisis counseling model.
Following the selection and definition of the essen-
tial qualities or skills involved in crisis counseling, an
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evaluation rating scale was devised for each variable. Each
variable was broken down into five distinct levels of compe-
tency. These scales were modeled from the Carkhuff and
Truax scales (1967). The pilot evaluation tool, the Crisis
Counselor Effectiveness Scale, originated to use in the rat-
ing of the pre and post videotapes of the New Staff counsel-
ors, is presented below.
CRISIS COUNSELOR EFFECTIVENESS SCALE
This counselor effectiveness scale can be seen asboth a model for counseling and an evaluation tool for coun-
selor improvement or assessment. Some of this scale is stillin the developing stage so please bear with it and ask if youhave any questions. The five essential variables are warmth,
active listening, empathy, clarification and action. Each isdefined below.
WARMTH
. A counselor's openness to knowing and caring
about the client with a genuinely accepting attitude toward
the client. Counselor's ability to make a connection that
builds confidence in the counseling relationship where the
client feels free to express concerns, feelings and personal
history.
1 Counselor shows complete lack of openness and
caring for the client. A rigid, judgmental approach where
the counselor offers advice and tells the client what is
"best for him," making the client defensive. With this lack
of connection between the counselor and client, the client has
great difficulty expressing freely what is bothering him/her.
2
Counselor shows a small amount of concern for
and desire to know the client. Counselor has a mechanical
approach and rigid attitude toward the client that is often
judgmental and narrow minded. Little interpersonal connec-
tion is realized between counselor and client so that the
client has a hard time expressing his/her concerns.
3
Counselor shows some caring and desire to know
the client and his/her concerns. Counselor is somewhat open
to and accepting of the client's feelings and experience
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framework. This creates a minimallytween the counselor and client wheri
communicate some of his/her concerns.
positive connection be~
the client feels free to
ina for the communicates genuine concern and car-g client. Counselor for the most part is open ton wing ne cnent and has a non- judgmental
, accepting atti-
is on hTf/h
the
.
c
J
ient that gives the client room\o say w£at
selor an^rl^i A pOSitive connection between the coun-nd client is growing where the client relates his/herconcerns openly and freely most of the time. 7
5 Counsel°r communicates a genuine caring and re-gard for the client, spontaneously and without restriction.Counselor shows openness to knowing the client and has a fullyaccepting, respectful attitude toward the client. A highlypositive, trusting interpersonal connection is growing wherethe client feels open and free to share all aspects and de-grees of his/her concerns and feelinas.
ACTIVE LISTENING
. Counselor's ability to understand
and lollow closely the client's expressions of feelings, con-
cerns and psychological issues. Counselor asks open ended
furthering questions and is able to accurately share with
the client what he/she has keenly heard or seen the client
present. Through the counselor's restatements, paraphrasing,
summarizing or direct statements about his/her perceptions
of the client's expressions, the client knows that he/she
has been heard and can gain a picture of what he/she has put
forth to the counselor. This understanding gives rise to
further expression and self disclosure by the client.
1
Counselor does not pay attention to what the
client is saying or doing. Counselor asks closed, irrele-
vant questions that have the effect of closing down the
client's freedom of expression. Because the counselor has
not listened and understood the client's concerns, the client
becomes more confused and reluctant to express him/herself.
2
Counselor displays little accurate attentive-
ness to the client's expressions of his/her concerns. The
counselor is barely tuned in to the client and does not ef-
fectively follow the client's concerns. Questions are rarely
furthering of the client's expressions and there is little
communication by the counselor that he/she has heard and
seen what the client has put forth.
3
Counselor show's some ability to listen to and
follow accurately the expressions of the client. These per-
ceptions are sometimes shared with the client through re-
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statements, paraphrasing or summarizing. Counselor ask, fur-thering, open ended questions part of 2 Jdemonstrate overall accurate thS and 1S able toattentiveness some of the time.
i - , , ^ Counselor listens and attends well to the
nui? ? expressions and can follow most of what the client
tions°that f
Sks furthering, open ended gues-
counsei^
.
.
Counselor listens and attends carefully and ac-
ask^nn7
t0 thS Client is saYing and doing. Counselorks open ended questions that further the client's expres-sions and can follow easily the concerns and issues the
client puts out.
.
Through reflections, statements, paraphras-ing ana summarizing the counselor communicates accuratelyhis/her understanding of what the client has expressed. Fromthis the client feels heard and understood and can feel freeto share his/her feelings and concerns.
EMPATHY . Counselor's ability to accurately senseboth the overt feelings of the client and those feelings that
are suotly communicated or implied. Counselor is also able
to acknowledge and understand the experiences of the client
that underlie those feelings. it is as if the counselor wereinside the client and knows how the client feels and the con—
text of his/her feelings. The counselor shares his/her un-
derstanding of the client's overt and covert feelings and the
underlying experiences that have caused the feelings.
1 Counselor shows no apparent awareness or ac-
knowledgment of the client's obvious feelings and seems unable
to understand the client's experiential context that underlies
those feelings. There is a great lack of understanding of the
client's emotional state and no communication by the counsel-
or that acknowledges the client's current feelings.
2
Counselor senses some of the obvious feelings
of the client but is not able to see any of the implied or
subtle feelings of the client. Although the counselor ac-
knowledges his/her awareness of these feelings to the client,
he/she does not really understand the experiences of the
client that underlie the feelings.
3
Counselor senses and understands accurately
the conspicuous feelings of the client and the experiences
underlying the feelings and shares this understanding with
the client. Counselor senses some of the more implied feel-
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ing s of the client but is often inaccurate
standing of the bases of these feelings.
in his/her under-
eh.rpq ;-
Cou
?
sel
?
r accurately senses, understands and
experiences tha^havf
a11 pr
?sent obvious feelings and those
a
at ve given rise to these feelings. Many of
clientele'
e™°tlonal states and experiences of thet are sensed by the counselor and shared with the clientHowever the counselor is not always correct in his/her un-derstanding of these feelings.
^ Counselor consistently and accurately perceives
and responds to the full range of feelings and underlying ex-periences of the client that are both overt and implied,
counselor is able to tune into the client's changing emo-fionai states and acknowledge his/her accurate understanding
of the feelings and experiential context of the client.
CLARIFICATION
. Counselor's ability to help the
client be clear and specific about his/her concerns and those
wants and needs pertaining to the client's everyday life and
within the counseling relationship. Counselor helps the
client look at different perspectives and perceptions con-
cerning the situation of the client. Counselor also checks
the client's awareness of the present reality of the counsel-
ing session and shares his/her own awareness. Finally, the
counselor is able to point out inconsistencies or self de-
feating behaviors of the client's.
1 Counselor allows own agenda to intrude and does
not help the client clarify or specify any concerns, needs
or wants. Counselor does not help the client look at differ-
etn perspectives and perceptions concerning his/her situation.
No awareness of present reality is acknowledged by the coun-
selor .
2 Counselor is able to help the client at least
specify some of his/her major concerns but does not find out
and help the client to examine his/her wants and needs. Coun-
selor shares his/her perspectives and perceptions of the cli-
ent's situation but does not help the client look at his/her
own different perspectives. Awareness of the present reality
in the counseling session is not brought up as an issue by
the counselor.
3
Counselor helps the client specify and get
clearer on major concerns and checks out and helps the cli-
ent examine his/her wants and needs to some extent. Some
different perspectives and perceptions related to the client's
concerns are discussed. Some mention is made of the present
reality of the counseling session.
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ACTION. Counselor's ability to help the clientexamine and decide action steps to make a difference in the
s
, .
1 Within this problem solving process, issuesof che client s own choice and responsibility for his/her own1 e are explored. in addition, counselor helps the clientto look at options and alternatives while determining what
realistic action steps (including a contract for on-going
counseling or referrals) can be taken by the client to deal
with his/her situation. Counselor helps the client acceptthose limitations or parts of his/her life that cannot be
changed
.
1 -Counselor does not help the client look at al-
ternatives and options but rather tells the client what
he/ she should do. The responsibility and choice factor that
the client has for his/her own life is ignored by the coun-
selor. No contract or specific action plans are discussed.
2 Counselor makes small effort to help the client
articulate options and alternatives and stresses his/her own
ideas of what the client should do. Issues of choice and re-
sponsibility are ignored or are only superficially examined.
Very indefinite talk about action plans or a contract takes
place. Nothing is made firm.
3
Counselor helps the client articulate many of
his/her own options and alternatives but does not help exam-
ine them in much depth. Counselor also offers other alterna-
tives and options without laying them on as something the cli-
ent should do. Issues of the client's choice and responsibil-
ity for his/her own life are discussed. Some ideas for action
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Administration of the Evaluation Tools
Videotaping Methodology
and Procedures
Each New Staff counselor was videotaped counseling
the same role player client for 15 minutes both in the begin-
ning of his/her involvement at Room To Move (October) and at
the end of the school year (late April) as a pre and post
test. These videotapes were then rated according to the
Crisis Counselor Effectiveness Scale and compared to see if
any significant changes had occurred in each counselor's abil-
ity to demonstrate a certain level of effectiveness for each
crisis counseling variable.
In setting up the videotaped counseling sessions, a
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role player was hired to play a specific and consistent role
as a client for each New staff counselor. The role was of a
male college junior who came into Room To Move to talk to a
counselor. The profile he was supposed to present to the
counselors was one of overall nonspecific depression, loneli-
ness, and having problems with drinking too much. The client
role was designed to be both challenging to the counselors
yet not atypical of clients seen at Room To Move. Use of a
simulated client or role player to implement an evaluation
and Packard (1973).
Because the first role player was not available in
the late spring, a different role player was hired to act in
the post test videotaping. The same role was played by this
client as the first pre test client.
This counseling evaluation procedure was arranged to
look at a counselor's level of effectiveness in working with
a client in an initial interview. The focus was on the ini-
tial interview, since this kind of counseling contact was the
most frequently experienced by Room To Move counselors.
Selection and Training of the
Raters and the Actual Ratings
Three raters, one man and two women, were hired to
view the videotapes and judge them according to the levels of
competency outlined in the C.C.E.S. Each rater was currently
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or previously had been a graduate student in the counseling
program of the HAPPS Cluster of the School of Education. it
was thought that in order to facilitate maximum understand-
ing with a minimum of training time, that raters with exten-
sive knowledge of counseling would be able to rapidly compre-
hend the C.C.E.S. and rate the tapes. Carkhuff (1969) states
that persons functioning at high levels of interpersonal sen-
sitivity make the most accurate raters. With this assump-
tion, and the assumption that the three raters are high level
—
P—
— s
,
the choice of these three people was sppn gq most
desirable
.
To begin the day long training of the raters, written
material consisting of: (1) a description and rationale for
the Crisis Counselor Effectiveness Scale; (2) the actual
variables and their defined levels of effectiveness; and (3)
a copy of the dissertation proposal, were all presented to
the raters and each spent time reading over and understand-
ing these documents. Questions raised by each rater were
answered by the researcher. Each variable was then discussed
separately with the distinctions between the different levels
of effectiveness discussed at length. Following the dis-
cussion of each variable, a 3 minute segment of a practice
videotaped counseling session was played and each rater rated
the segment for all five C.C.E.S. variables. The ratings
were then shared and discussed as raters gave reasons why
each had rated the way he/she did. With more practice rat-
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ing videotapes
, the raters gradually became clearer on what
kinds of behaviors constituted particular rating levels.
Each C.C.E.S. variable was discussed, rated and discussed
again in the above fashion.
To establish an inter-rater reliability check, 5
tnree minute segments of practice videotaped counseling ses-
sions were played and all the C.C.E.S. variables were rated
for each practice segment. The inter-rater realiability fac-
tor for the training was established at .60. This was seen
as a high enough reliability to proceed to the actual rat-
ings scheduled for the following day.
The next day, the raters proceeded to do the actual
ratings for the study. The procedures for the rating were
as follows: (1) the pre and post test videotapes were ran-
domly ordered by the researcher and unknown to the raters;
(2) last minute questions and discussion about the different
levels for the variables was entertained; (3) it was agreed
that the first 4 minutes and the last 6 minutes of each
videotape were to be played and rated for the actual rating
scores; and (4) each tape was then played for the raters and
the raters judged each tape and wrote down their scores on a
prepared score card.
Description and Administration of the
Personal Orientation Inventory
The Personal Orientation Inventory was devised by
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Shostrum (1966) to measure the level of self actualization in
people. This instrument consists of 12 scales or variables
that are seen as making up the self actualization concept.
The idea of the self actualizing person came from the work
of Maslow (1954, 1962, 1967). His concept of the self actual
izing person is one where this kind of person leads a more
fully functioning, enriched life than the average person.
Tms person is seen as developing and utilizing his/her capa-
and potentials with less emotional turmoil and in-
hibition than the average person. The P.O.T. has been used
extensively as a research instrument in counselor education
and as a predictive measure for psychotherapy. The 12 vari'
ables or scales that make up the P.0.1, are defined below.
Time Ratio—measures degree to which one is "present"
oriented
;
Support Ratio—measures whether reactivity orientation
is basically toward others or self;
Self -Actualizing Value—measures affirmation of pri-
mary values of self actualizing persons;
Existentiality—measures ability to react situationally
or existentially without rigid adherence to prin-
ciples;
Feeling Reactivity—measures sensitivity of responsive-
ness to one's own needs and feelings;
Spontaneity --measures freedom to react spontaneously
or to be oneself;
Self Regard—measures affirmation of self because of
worth or strength;
Self Acceptance--measures affirmation or acceptance
of self in spite of weaknesses or deficiencies;
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Natur e of Man—mea sures degree
view of the nature of man,
of the constructive
masculinity, feminity;
Synergy—measures ability to be synergistic,
transcend dichotomies; to
Acceptance of Aggression—measures ability to acceptone s natural aggressiveness as opposed to defen-
siveness, denial and repression of aggression; and
Capacity for Intimate Contact—measures ability todevelop contactful intimate relationships with
other human beings, unencumbered by expectations
or obligations.
The P.0.1, was administered to both the experimental
group (Room To Move New Staff counselors) and the control
group (Peer Sex counselors) at approximately the same time
for both the pre and post tests. Because this test is easily
given and self administered, little time was needed for this
testing. The tests were subsequently sent to the Educational
and Industrial Testing Service in San Diego, California,
where they were scored and the results sent back.
Final Self Report Questionnaire
A comprehensive questionnaire was originated by the
researcher (see Appendix A) to get a reading on each trainee's
perceptions of his/her participation, learnings and personal
growth that came from experiencing this training program.
This questionnaire was administered in the final training
class of the year. The questionnaire was designed to corro-
borate the concepts and assumptions that underlie the train-
ing approach and to allow each counselor the chance to ex-
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press his/her sense of how effective this training program
had been personally for his/her development as a counselor.
Summary
This chapter has spelled out the areas of evaluation
that will be examined to determine the effectiveness of the
New Staff training program at Room To Move. it has also de-
^ ar i°us modes, methods and procedures used in as-
sessing and analyzing how effective this program was in help-
ing to develop competent crisis counselors for Room To Move.
The rationale and the creation of an original evaluation tool,
the Crisis Counselor Effectiveness Scale, was also described
and its component parts defined.
The next chapter begins with an introduction to the
newly selected counselors who are studied in this disserta-
tion. Following this, a documentation of the actual training
classes as they occurred and results of the different evalua-
tion methods will be presented.
CHAPTER VI
RESULTS OF THE STUDY
Introduction
This chapter attempts to bring this counselor train-
ing program to life by presenting a brief description of the
trainees selected as new Room To Move counselors and a docu-
mentation of the actual training classes. The results of
uuS study arc then presented as follows: (1) results of the
C.C.E.S. videotape ratings; (2) results of the P.0.1, tests;
and (3) results of the questionnaires. An outline and analy-
sis of the in-service training and supervision at Room To
Move is included at the end of the chapter. This part is pre
sented as a way to provide the reader with an understanding
of the other training experiences the trainees went through
at Room To Move
.
While reading this chapter, it is important to keep
in mind the three areas of evaluation upon which the effec-
tiveness of this training program is based. Again, these
areas are: (1) development of helping or counseling skills;
(2) a positive development in the values or attitudes as-
sociated with self actualization; and (3) the personal growth
and development of the trainees as each of these areas relate
to the group of trainees studied in this dissertation.
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A Brief Description of the Selected Trainees
This section is presented to give the reader a short
basic
, facutal introduction to each person selected for the
New Staff training program at Room To Move. The profile for
each person only includes the name, age, sex, race and major
m school. Personality characteristics are not presented be
cause such information would only be the subjective view of
the author. it is sufficient to say that this group of
people represents, as closely as possible, the selection cri
teria and considerations outlined in Chapter IV. The newly
selected trainees were:
Gina^: senior, white female, age 22, majoring in
psychology through Campus Free College
Andy : junior, white male, age 20, majoring in
psychology in the honors program at UMass
Hodge
s
: senior, black male, age 22, majoring in
pre-med at UMass
Susan: freshman, white female, age 18, interested
in majoring in counseling at UMass
Bill : senior, white male, age 25, army veteran,
majoring in counseling through BDIC at UMass
Aundre : sophomore, black female, age 19, interested
in majoring in physical therapy at UMass
Marie : junior, white female, age 20, majoring in
nursing at UMass
Maureen : sophomore, white female, age 19, interested
in majoring in human services in the School of
Education
Mary : junior, white female, age 20, majoring in adoles-
cent counseling through BDIC at UMass
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Paul: junior, black male, age 20, majoring injuvenile justice through the School of Educa-tion at UMass r ta
‘Note: Paul popped out of the training program mid-way
« , semester. As a result, he isnot officially included in this study.
Actual Training Classes
In this section, an actual class by class account of
this training program is presented and pertinent illustra-
tions of important happenings are highlighted. Included in
these class descriptions win ho statements made by trainees
concerning particular classes. These statements come from
both a feedback questionnaire that the trainees filled out at
the end of the first semester's training and the final ques-
tionnaire. Only those comments made about specific classes
will be presented here. Toward the purpose of presenting the
training classes, the author will write in a personal style
capture his subjective understanding of how these classes
unfolded
.
This training program, organized to continue for a
whole school year, was designed as two 3 credit School of
Education courses for undergraduates. The first semester,
the training course was listed as "Foundations in Drug and
Crisis Counseling" and the second semester as "The Helping
Relationship." (See Appendix B for official course descrip-
tions.) The two semesters are discussed separately in this
section
.
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First Semester Training Classes
Class One
To begin, I gave an overview of what I envisioned
this training course would be like, topics or areas we might
cover, the modes and methods that I employ as a trainer and
the goals I have in mind in creating a training program. The
main points I made were that this training model is based on
an experiential approach to counselor training and that it
incorporates much flexibility to meet the needs expressed by
trainees. I said that experiential exercises would be used
to help people develop and refine their helping skills and
to personalize crucial issues related to the helping of
others. I also said that personal development and group sup-
port were vital to making this a successful training program.
What in essence I tried to communicate was an invitation for
everyone to participate in the development of this training
class so as to maximize people's efforts to become effective
counselors at Room To Move. I also said that I was using
this training group as my doctoral dissertation study on
counselor training and that that would be a factor in this
program.
In order to provide a structure to have people intro-
duce themselves and state their expectations of this train-
ing course, I asked everyone to write: (1) five goal state-
ments which represented what each person wanted to get from
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working at Room To Move this year; and (2) state in writing
three things about yourself or your background that you feel
are significant in determining who you are as a person today.
When everyone was finished writing, I asked that each
person share with the group what he/she had written. To
break the ice and provide a model for sharing, I began with
what I had written. As the process unfolded the group, each
person in turn, shared their written statements and expanded
or furthered their statements as group members questioned
-hem about what they had presented.
To get a feeling for what the trainees presented,
two examples are included here. These statements are seen as
fairly representative of what generally was stated by the
trainees
.
Mar ie 5 goals I hope to achieve at Room To Move
1. Become a good counselor--take unrefined qualities/
talents that I have and shape them into a good
counselor who will really be able to help someone.
2. Develop meaningful relationships with the other
people on staff and also with the people who come
into Room To Move.
3. Learn more about the internal business workings
(planning, developing, coordinating, administra-
tion) of RTM
.
4. Learn and appreciate about internal workings con-
cerning the people. I'm really impressed with the
staff
.
Be able to take all the things that I will learn
from RTM and apply them to my career (nursing) and
my life in general, i.e., relating to people, help
people, understand people.
5 .
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Three things, events
life and make me who
people who have influenced my
I am today.
1.
My mother/family
2. Major--nur sing
3. College/my age/myself
AndY 5 goals I hope to achieve at Room To Move
1* Developing of my counseling and interpersonal
skills
.
2. Self growth.
3. Participation in and facilitation of growth ex-
periences for clients T work with.
4. Developing relationships with other staff members.
5. Integration of my theoretical knowledge with
actual experience.
Three important determinants of who I am today.
1. My family
2. My education ( s ) /socialization
3. My "inner self" that needed to rebel against both
of the above (also music)
.
Class Two
The first half of this class was taken up with ad-
ministering the P.0.1, pre test to the training group and or-
ganizing times to do the pre test videotaping of each trainee
counseling a client.
Following these arrangements, the class began dis-
cussing how a counselor begins in the initial meeting with a
client. The main issue was how the counselor makes contact
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with the client and what the counselor is trying to do in
this first interview. From this discussion, I suggested that
we could bring this issue alive by doing a role play counsel-
mg session. Susan volunteered to be the counselor and Bill
said he'd be the client.
After a Id minute role play, the class helped Susan
look at how she had worked with the client and talked about
other issues that arose from the role play. One issue that
was discussed at length was the effect of asking too many
questions. This came up because Susan, in her counseling
role had mainly asked the client questions. We talked about
giving the client room to talk and about following or active
listening as an initial step in the first counseling session
with a client.
Class Three
In this class, I began by asking the group members
how they were doing that day, what was happening for them
that day. This was meant to make contact with each trainee
and have everyone declare to the group what feelings or is-
sues each was bringing into the group.
After this sharing, we began talking about how to
define a crisis and how to deal with someone who has called
Room To Move because of a crisis in his/her life. I spoke
about how I try to approach this kind of situation, what
things I listen for in talking with a distressed phone caller
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and how, in general, i try to handle a crisis situation.
Group members added their ideas and perspectives. We decided
then to do a role plaz of a telephone crisis situation.
Aundre played the caller in distress and Gina played the tele-
phone counselor.
In this role play, Aundre acted extremely upset about
her parents fighting at home. Gina was unsure about how to
deal with Aundre 's immediate fears and especially the emo-
tional intensity of her agitation. m the first semester
feedback questionnaire, Gina said, in statinq the most memor-
able time for her in this training, "the first role play I
did of being a telephone counselor with Aundre was a mind
blower for me. Why? Because I felt pretty incompetent at
the time in dealing with her. That was the first risky thing
I d done and I learned that I needed to know a lot more than
I did." The major issues discussed following the role play
were the necessity of calming the person who is calling for
help and helping him/her locate people who can be supportive
in the crisis situation.
Class Four
Again
,
I initiated contact with the group by asking
how people were feeling that day or if people had any issues
concerning their work at Room To Move. After some people
talked about what was going on with them, I introduced the
blind trust walk exercise . People paired off and after each
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had a turn either being blind folded and led or leading the
blinded person, I asked each person to write down reactions
to the following Questions.
1-
him/her? d° that made y°u trust
2 . What were the feelings, sensations, perceptionsyou experienced in each role? P
3
'
nf
a
^h^°K
S
i
thiS eP?erience tell you about the natureor t e helping role?
After the exercise was completed, I asked each pair
to share with the group their experience and how each had
answered these questions. Issues of trust in the counseling
relationship, who leads or follows in the counseling session
and the vulnerability of the client were all discussed by
the group. Marie, in her feedback questionnaire, singled
this class as the most meaningful time for her. she said,
"I have never been so conscious of what it means to trust or
trust somebody. For me that experience characterized
trust or non trust perfectly." At the end of the class I
handed out two articles for outside reading. They were:
"Crisis Intervention: Theory, Process and Practice," by Gene
Brockopp, in Crisis Intervention and Telephone Counseling
,
(Springfield, Illinois: Charles C. Thomas, 1973), and "Notes
on Counseling," by Grace White, an unpublished paper.
Class Five
This class was the first that Allen, the coordinator
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Of the minority program at Room To Move, attended. Prom this
class on, he became involved in the training as a way to learn
how to train counselors _ ,. Hxs role, henceforth, was that of
both a training participant and second facilitator.
In this class, I introduced the experiential
workgroup exercise. After explaining how this learning
structure works, I asked that people get into work groups
of three. The person who agreed to be the client was en-
couraged to work on a real issue or conflict that was going
on in his/her life right then. As the triads were forming,
I .wrote down the following counseling guides on the black-
board for people to keep in mind as they work.
1. Try to stay in the Here and Now
the client want, need—from you?
Focus on the person's feelings
2
3
4 , Non-verbally, how is the client presenting
him/herself?
5. As counselor, pay attention also to your ownfeelings in the session
6. What kind of a support system of people does the
client have in his/her life?
7
. What options, alternatives, perspectives does
the client have in mind concerning his/her prob-
lem (s ) ?
8 What does the person want to DO about his/her
problem (s)
?
Following this triads work, the whole training group
reformed and each triad shared what they had experienced and
what counseling issues had come up for them in their work.
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Maureen reported in her semester feedback sheet that this
class was the most meaningful to her because, »i felt a
closeness with the two people I drd the exercise with and it
was a good feeling that made me think I was really becoming
a part of Room To Move." In Susan’s feedback sheet, she
said, I didn't really see the purpose of the triad work."
However, at a later time she said that in a previous counsel-
ing class she had had a very bad experience in doing a triad
exercise and didn't trust this kind of work.
At the end of the class, I asked that each person
prepare a written statement on. Your own ideas about what is
a healthy person. They were asked to hand in the papers and
discuss them in two weeks.
Class Six
I began the class by asking people about how they
were doing in their lives or in their work at Room To Move.
Also, I asked them what they needed in this training that
they hadn't gotten so far.
Everyone, one by one, said where they were currently
at in their lives. Much of the concern by most people cen-
tered around their problems with school, dorm living and un-
certainty about majors. The discussion was animated and
everyone seemed to identify with each other's problems.
Andy then talked about his counseling work with a
client at Room To Move. I had him describe how she presented
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herself, what he thought her explioit amJ
were. The class decided to do a role play of this client
asked me to model my counseling approach by playing the
counselor. I asked Andy to play the client he had presented
as a way of him further understanding this person.
After the role play, a processing of this work took
place with a discussion about my
talked about different ways that
this kind of client.
counseling approach. We
a counselor might work with
Class Seven
Everyone had written their ideas about what a healthy
person is. Before asking people to share what they had writ-
ten, I asked them to think about the following considerations.
1. What assumptions
. about health, about the nature
of humanity are implicit in your statement?
2. What philosophy of life is present in your
statement?
3. What are the implications for counseling and your
assumptions about growth and development implied
in your paper?
4. Are your ideas culture bound?
People shared their written ideas and thoughts about
the questions I put forth. Some quotes from some of the
statements written by the trainees are put down here so that
an idea of what the trainees wrote is given.
Bill : A healthy person is someone who is in touch
with him/herself, has accepted himself, his
many strengths and assets as well as those parts
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numerous dimensions and within these even more
.
Gina; A healthy person is: self supporting resoon-
of self^ableT ? f Positive and negative parts
expectations
6
k, ^
9°; n0t stuck in fantasies,1
' blS to give and take / ooen to sel-'
sensrof'humor
^ 6011 "ith hiS/her filings, 'has a'
Although there were many different perspectives ana
ways people thought about and discussed this topic, something
about this class seemed a little off. it was the first time
we had focused just on discussion and ideas. My personal
state was, at this point, shaky. I had just come back to
Massachusetts after being with my father who had had a severe
stroke. I was hurting inside, yet tried to proceed with
this class as planned. I did not know how to be in the lead-
ership role and as well show my vulnerabilities and hurts.
At the end of the class, my issues were brought out by Allen
and he and Gina helped me to deal with my feelings.
On the semester feedback sheet, I wrote that this
class was the most memorable for me. I said, "The day we did
our papers on the healthy person I felt personally out of it
and proceeded to facilitate an intellectual discussion. Some-
thing didn't feel right. Finally at the end Allen helped me
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talk about my feelings. The i ss„p of k •ue being the leader and
feeling and showing vulnerability was present for me."
Class Eight
For this class, I put on the blackboard the model for
crisis counseling that I and other Room To Move staff had
formulated early in the year. The five essentral var rabies
or conditions in crisis counseling were written down and de-
fined: warmth, Active Listening, Empathy, Clarification and
Action. I spoke briefly about the model and where it came
from and on whose work it was based. Surprisingly, not much
interest in pursuing a discussion and elaboration of this
model was indicated by the group.
At this moment Aundre
,
who was late, came into the
class. She wanted to know how people in the group saw her.
She asked for personal feedback from the group. This need
was gladly responded to by the group and it became apparent
that everyone had the same need. At least two other people
also asked for feedback from the group. This seemed like an
important class and people appeared very involved and satis-
fied with what happened.
Bill and Mary, both said in their semester feedback
sheet that this class was the most meaningful to them. Aun-
dre cited this class as the most meaningful to her. She
said, "When we talked about how you are perceived by peers,
this was extremely beneficial. It was beneficial because the
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feedback was highly positive and it seems my peers have a
higher attitude of me than I had of myself."
Class Nine (Last Class of Semester)
I handed out a feedback questionnaire for everyone to
fill out in the first part of the class. This feedback sheet
was designed to give me an overall impression of how the
trainees had experienced this semester's training and what
they had learned from it. (See Appendix for a copy of this
feedback questionnaire.)
When everyone had finished filling out the form,
people decided they wanted to finish the personal feedback
process begun the previous week. Everyone who asked for
feedback got it. At the end of the class, I talked about
what I had tried to do in designing this training and how
there are different ways of training people in counseling.
The ending of this semester's training felt positive and
everyone said they felt good about being a part of the group.
People said they were glad we had another semester to con-
tinue working together.
Second Semester Training Course
Class One
The beginning of this class focused on a goal set-
ting, contracting process in which people were asked to state
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what they would like to have happen for this semester's
training. I outlined some ideas that I'd put together in
terms of areas, issues and specific topics that I thought
would further enhance the counseling skills and knowledge of
tne trainees. Generally, people wanted more experience in
actually working together on counseling, more drug informa-
tion and opportunities to share counseling cases they were
involved in at Room To Move
.
Allen said he thought it was important for people to
formalize and develop their own theory of counseling and be
3.tle to understand their own helping style.
The questions of why people want to become counsel-
ors and what a person gets out of helping someone else were
raised. We agreed that getting in touch with your own mo-
tives for helping was important.
In this process, Susan related that she questioned
the purpose and validity of role playing and especially doing
triads work. The group focused its attention on her concerns
and tried to help her explain and understand her difficul-
ties with these forms of training. It turned out that she
had had a terribly negative experience in another counselor
training workshop when working in triads. Her trust in this
kind of work and sharing was low.
At the end of the class, we agreed to work on under-
standing the motivations and needs that people have in coun-
seling and helping others in the next class.
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Class Two
For this class, Allen and I had prepared a structure
to deal with the questions about helping and the motivations
for wanting to be a counselor. The intention of this design
was put forth to the group and people agreed to pursue it.
People were given the choice of pairing off or working in
triads. The class decided to work in pairs. When people
were paired off, I asked everyone to consider the following
questions and relate their responses to their partner. Each
person in the dyad was to be either the counselor or client.
The client was supposed to share his/her reactions to the
questions designed for this class while the counselor lis-
tened and tried to further the client's disclosure and under-
standing of the situations. The partners were then supposed
to switch roles and repeat the process. This design is some
what similar to the co-counseling model. The questions out-
lined for the dyad work were:
1. Think of a time in your past when you felt
really troubled and someone was helpful to you
during this time. What did that person do that
was helpful?
2. Same question as above but think of someone who
was definitely no
t
helpful. What did that person
do that was not helpful?
3. What experiences in your background of life have
made you want to help others. What is the basis
for you wanting to become a counselor?
After the dyads had worked and shared with each other
the large group came together. As a way to share what each
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pair had talked about and to see how well people listened and
absorbed what their partner had said, Allen suggested that
each person report to the group what he/she had heard his/her
partner relate in their dyad sharing.
The class proceeded to follow this suggestion and to
talk about the issues that came up around helping and why
people want to help others. At the end of the class I handed
out an article, "The Helping Relationship," by E. Robert Sin-
nett, m Cris is Counseling Services on Campus (Springfield,
Illinois : Charles C. Thomas, 1976).
Class Three
In this class people were asked what they would like
to work on, whether there were any personal concerns they
would like to share or if anyone was working with a client
and wanted to present a case to the class.
A few people had specific clients they were working
with and said they wanted to present these cases. I sug-
gested that a way to proceed might be for the counselor to
give a detailed account of the work done with the client,
what issues the counselor felt were important to deal with
concerning the client and then to do a role play to get an
experiential understanding of this particular case.
Gina said she wanted to present a case where three
people came in to talk about troubles with a fourth roommate.
After she elaborated on the situation and how she tried to
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handle it, „e did a role play having people play each part.
I Played the counselor and when the role play was done, we
talked at length about different ways to handle this particu-
lar situation and the specific concerns that came up in the
role play.
We only had time to talk about one more case. Hodges
talked about his experxence working with a woman client who
was particularly difficult. The class helped him look at how
he was dealing with her.
Class Four
This class had been set aside, in advance, as an all
afternoon experience in group dynamics and interpersonal
awareness. Everyone seemed apprehensive and excited as
people congregated in the classroom. To begin, I asked
everyone to state their desires and expectations of this
group experience. The main desire expressed by everyone was
wanting to get to know each other better.
The general plan was to set up a fishbowl exercise
and leave the rest of the time open. The idea of the fish-
bowl was for everyone to participate in a short unstructured
group and get feedback from a paired partner observer concern-
ing specific group behavior interaction and style. Group
process comments were also made about how the group proceeded
and developed.
After the group experience, the whole group talked
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about how they had experienced the fishbowl exercise. The
discussion then began to flow free form and issues of inti-
macy and people wanting to know each other better came out.
A long discussion about people's family influences and dynam-
ics then followed. Most everyone had a chance to tell about
their families and current issues personally affecting their
lives that come from the family.
Later, I discussed some of mv own dilemmas about be-
ing a leader and that at times I wanted to participate in
the group and have other people assume a facilitator role in
the class.
Showing and working with anger and conflict were is-
sues also brought up at the end of the group time. These is-
sues were related especially to people's perceptions that no
one at Room To Move dealt very well with the issue of anger
as it came up in the organization.
Overall, many people reported in their final ques-
tionnaire that this class was one of the best training ex-
periences and a seemingly greater closeness among people was
established from this class. For example, Gina said, "get-
ting feedback in the fishbowl group reinforced many quali-
ties about myself that I saw but didn't know if others did,
like my ability to be attentive and listening, in contact
with whoever was talking."
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Class Five
Only five trainees came to this class and everyone
said that they were feeling somewhat out of it. The class
began with a lot of laughing, joking and teasing. We decided
to form two counseling triads and work in small groups. Al-
len and I volunteered to play the clients in each triad.
These triads helped everyone focus their energies and we
managed to get some good personal work done.
Class Six
Because the issue of anger and how to deal with anger
was so prevalent at Room To Move, I designed a class that
would have people trace out and examine their own patterns
of handling their anger at someone else. I used the Animal
Fantasy exercise and Weinstein's trumpet, a counseling pro-
cessing guide to looking at behavioral patterns, as forms to
help people get in touch with and look at how they deal with
anger.
After the fantasy exercise, certain people shared
their fantasy while another person, designated as the coun-
selor, helped them to understand and process the fantasy,
according to the Trumpet guide and after that in a less
structured way.
Andy and Marie both volunteered to share their fan-
tasy and work on their patterns of anger in the group. What
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emerged was that no one felt that they handled their anger
satisfying way. The exercise pointed out how many of
us used avoidance patterns as a major mode of dealing with
anger. Andy reported in his questionnaire about this class,
"I felt trust when feeling able to share anger difficulties
with my roommate in the group." Mary said that this class
was critical for her in that, "the guided fantasy class put
me in touch with a lot of hidden emotions."
Class Seven
This was the last day before spring vacation at
UMass so only about half the class showed up for the session
I had not prepared a structure. A lot of the discussion cen
tered on the difficulties going on in the organization and
specific concerns about the leadership at Room To Move. Or-
ganizationally, Room To Move was in turmoil and feelings
about this turmoil were expressed in this class. Later in
the class Susan brought up her concern about a woman client
she and others at Room To Move had been working with. The
issue of how counseling is similar to and different from
friendship was discussed.
Class Eight
Many of the trainees had expressed an interest in
knowing about Gestalt therapy. I planned this class to in-
clude a brief description of and introduction to the prin-
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ciples of Gestalt therapy and a gestalt "present awareness-
exercise. I talked about the concept of polarities and after
defining and discussing what this concept means I introduced
the following exercise. still dealing wrth the issue of an-
ger or conflict, I asked people to write down reactions to
the following questions:
1 .
2 .
What did your parents disagree
How did each go about fighting
their conflicts with each other
or fight about?
or negotiating
People were asked to get into triads and share their
reactions to the questions and work on any personal issues
that would come up in this sharing process. The key ques-
tion was, how are you like and different from your mother and
father in the way you deal with anger? At the end of the
class, we all shared briefly how we had experienced this
exercise
.
Class Nine
For this class
,
I had gotten a special room in the
School of Education so that we could play the pre test video-
tapes each counselor had made in the fall. Everyone who
came, got a chance to see how he/she had counseled last fall.
The class process was like a supervision session where the
videotape was stopped often and the counselor was asked to
talk about why he/she had said a certain thing or what the
counselor was trying to do in a certain instance. Everyone
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seemed amazed at seeing themselves and people said they ap-
preciated this class greatly.
„y only regret was that 1
hadn't thought to do this sooner.
(The next class was cancelled because the whole staff
participated in an all day organizational workshop to try to
clarify many of the conflicts that were plaguing Room To
Move. Bailey Jackson from the School of Education was hired
to be the organizational consultant for this day.)
Class Ten
This class focused on specific drug crisis manage-
ment and how to use the drug crisis intervention handbook,
- -9 s and Druc? Crises , prepared for Room To Move by E.T. Mel-
lor, Dr. Jon Lehrman and Larry Ruhf (1976). We, the authors,
had hoped to complete this book so that Room To Move could
use it this year but unfortunately the final version was not
ready prior to this time.
The class design was for the people to divide into
four groups. I gave each group a copy of the drug crisis
handbook and assigned each group a specific drug crisis prob-
lem to solve by using the book as a resource.
The problems given were:
1. A person calls and says his friend has taken
5 valiums. How do you handle this situation and
what information can you give this caller?
A person calls from the dorm and says someone
has passed out. He thinks the person took some
barbs and drank some alcohol . What should you
do in this case?
2 .
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Lov ! COmes . lnto the center and says he hassmoked some weird dope and is really feelinq oara-nO!d. How do you handle this situation?
4
*
a
P^ rson comes into the center and asks to see
he ha^been
* SaYS that he ±S concerned becauses bee using speed everyday for the semesterhat is your approach in handling this person?
When sufficient time had passed for each group to
discuss how each of these drug problems might be handled, the
groups proceeded to present their ways of handling each kind
of drug crisis. A full discussion about each of these drug
problems ensued. People added ideas and issues about hand-
ling these crisis situations that had not been covered by the
manual
.
Class Eleven
The first half of this class was taken up with ad-
ministering the post test for the P.0.1. The videotape posi_
test had already been done a few days previous.
When this business was done, by special request,
Eric, an older staff member, and Bill from our group pre-
sented a workshop on first aid principles and how to handle
someone who is in shock, bleeding profusely, or is experienc-
ing a cardiac arrest.
Class Twelve (the last class)
The plan for this class was for everyone to fill out
a final questionnaire concerning how people had experienced
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this year's training program, what people had specifically
learned, how they had developed as people and counselors and
how to improve the training for next year.
Following the completion of the questionnaires, the
class drove to my house for a short dinner party. This was a
good way to end the year and at the end, people expressed
their appreciation for the training and for each other.
Videotape Rating Results According
to the C.C.E.S.
The ratings on this instrument are based on the mean
or average of the three raters' ratings of randomized pre
and post videotapes of the trainees consulting in an initial
counseling session. These ratings were made according to the
Crisis Counselor Effectiveness Scale.
The rating process consisted of selecting three
graduate students majoring in counseling from the School of
Education and training them to rate videotaped counseling
sessions according to the C.C.E.S. (Refer to Chapter V for
a complete description of the training of the raters and the
actual procedures.)
The actual ratings were made from viewing 10 minutes
of each videotape, 4 minutes of the beginning and 6 minutes
of the end of a 15 minute videotape. The ratings were scored
on a standard rating sheet prepared for this purpose (see Ap-
pendix C) .
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Generally, the rating process can be understood as
one in which the raters had to gain an impression of the
counselor's facilitative qualities according to the C.C.E.S.
and quickly deliberate to make a judgment as to what level
each variable was evidenced by the counselor in the video-
tape counseling session.
In doing the ratings, it became clear to the raters
that the Action skill in the C.C.E.S. was often not evidenced
in most of the initial videotaped interviews of the counsel-
ors. Therefore, because of a lack of data on this variable,
the Action variable was not scored or included in the final
ratings. This variable would be of greater import in subse-
quent sessions.
In order to understand the meaning of the ratings,
the following differentiation of levels for each scale in the
C.C.E.S. is presented. This level's distinction was made
originally by the raters during the training period and used
by them as a further guide in making their ratings. The
levels for each scale were defined as follows:
1. Lack of facilitation skill or opposite from it
2. Inadequate facilitation skill
i ,
3. Adequate or minimally effective facilitation
skill
4. Good and effective in facilitation skill
5. Excellent in effectiveness of facilitation
skill
As a way of reporting the rating results, the follow-
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mg tables are presented: (1) individual results for each
facilitation skill in the pre and post tests (Table VI-1);
(2) overall individual ratings of effectiveness for pre and
post tests (Table VI-2); and (3) the group and overall ratings
for each facilitation skill for pre and post tests (Table
VI-3)
.
TABLE VI-
1
INDIVIDUAL RESULTS FOR EACH RATING SCALE
WARMTH ACTIVE LISTENING EMPATHY
pre post pre post pre post
CLARIFICATION
pre post
Gina 3.33 3.00 3.00 3.67 2.33 3.33 2.67 3.33
Marie 3.00 3.33 2.33 3 . 67 2.33 4
. 00 2.33 3.67
Hodges 2.00 3.00 2.33 2.67 1.67 2.33 1.67 2.67
Andy 4.00 4.33 3.33 5.00 3.33 4.33 3.33 5.00
Bill 3 . 00 4.00 3 . 00 4.33 2 . 67 4.00 2.00 3.67
Mary 3.00 4 . 00 2.33 3.67 2.33 3.67 2.33 3.33
Maureen 1.67 2.00 1.67 2.67 2.00 2.00 1.33 2.33
Susan 3.00 3.33 2.33 3.33 2.00 3.00 2.33 2.67
Aundre 3 . 00 4.00 2.00 3.00 2.00 3.00 2.00 3.00
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TABLE VI-
2
OVERALL INDIVIDUAL RATINGS OF
FOR PRE AND POST
EFFECTIVENESS
Pre Test Post Test
Gina 2.83 3.33
Marie 2.50 3.67
Hodges 1.91 2.67
Andy 3.50 4.67
Bill 2.67 4 . 00
Mary 2.50 3.67
Maureen 1.67 2.25
Susan 2.41 3.08
Aundre 2.25 3.25
TABLE VI-
3
GROUP AND OVERALL RATINGS FOR EACH RATING SCALE
Pre Test Post Test Level of Significance
WARMTH 2.89 3.44 . 05 level
ACTIVE
LISTENING 2.48 3.59 . 01 level
EMPATHY 2.29 3.29 . 01 level
CLARIFICATION 2.21 3.29 .01 level
OVERALL 2.47 3.40 .01 level
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The group rating results were analyzed for statisti-
cal significance using two kinds of measurements, a one
tailed T Test and a Sign Test for Two Correlated Samples.
The T Test, a parametric test, was done first. This test era
P^°ys the following formula:
T = 2D
/NZD^-(ID) V (N-l)
This test showed no significant results even though the rating
levels from pre to post generally changed one full level. It
was determined that the sample size was too small for the T
Test to properly assess the level of significance. There-
fore, a Sign Test for Two Correlated Samples, a non-paramet-
ric test, was used. This test employs the formula:
/ N
Through this test the levels of statistical significance for
the rating results were established. These levels of sigmfi
cance are indicated in the group rating charts.
In order to establish the inter-rater reliability
for each rated scale on the C.C.E.S. and an overall inter-
rater reliability for the rating procedure for three raters,
a Multiple Correlation Coefficient was used to determine the
level of inter-rater reliability. The formulas used to figure
out the reliability scores were:
Z (X-X) (Y-Y) r 1
2“ r 1
3
r 2 3
^12
/l (X-X) 2 Z (Y-Y) 2
"
r l 2 . 3
~
/ (l-r^g ) (l-r 23
)
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The inter-rater reliability scores are presented rn
Table VI- 4 . They indicate that, in general, there was high
agreement among the raters in their ratings and therefore
this rating can be seen as both reliable and valid.
TABLE VI -4
INTER-RATER RELIABILITY SCORES
Training of raters, practice session =
.60
Warmth variable = .75
Active Listening variable = .74
Empathy variable = .75
Clarification variable = .84
Overall reliability =
.77
Conclusions from Results
The rating results of this study stand up as statis-
tically significant and therefore the following conclusions
can be made.
1 . For each individual, an improvement in their post
test scores for each scale on the C.C.E.S. indicates generally
a development and improvement in his/her ability to provide
effective crisis counseling as defined by the C.C.E.S.
2 . As a training group this group showed a full
level of improvement in their crisis counseling abilities.
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This positive improvement, from not quite facilitative 2.47
to more than minimally facilitative 3.40 was assessed as a
significant result.
3. The major conclusion to be drawn from these re-
sults is that the training program helped the group of train-
ees improve and develop their crisis counseling effectiveness
significantly over the course of the school year program.
A more detailed and thorough examination and discus-
sion of these rating results and how they are related to the
other evaluation areas in this study will be presented in the
final chapter of this dissertation.
Results of the P.O.I. Tests
In order to fully understand the results of the P.O.I.
tests, it is essential to first look at what the P.O.I. test
measures. Generally, the P.O.I. test shows the degree to
which a person's attitudes and values compare with those of
self-actualizing people. A self actualizing person according
to Shostrom (1966) is one who is more fully functioning and
who lives a more enriched life than does the average person.
Such a person is developing and utilizing his/her unique
talents to the fullest extent. It is generally agreed that a
self actualizing person might be seen as the desired result
of the process of counseling or psychotherapy. (Foi a gener-
al description of the P.O.I. test and the 12 scales used in
this test, refer to Chapter V.)
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interpretation of the P.0.1, scores fall into two
categories, the ratio scores and the profile scores. The
main interpretive scores of this test are the Ratio scores
based on Time orientation and Support orientation.
Interpretation of the
Time Ratio “
The time ratio, time incompetent to time competent
( T
I ~ V shows the degree to which the individual lives in
the past or future as contrasted with the present.
The time incompetent person is one who lives primari-
ly in the past with guilts, regrets and resentments and/or in
the future with idealized goals, plans, expectations, pre-
dictions and fears.
In contrast, the time competent person lives primari-
ly in the present with full awareness, contact and full feel-
ing reactivity. Because it is known that the self actualiz-
ing person is not perfect, s/he is understood to be partly
time incompetent and partly time competent. The T^ - T^
Ratio for the self actualizing person is on the average 1 to
8. This ratio shows that the person lives primarily in the
present and only secondarily in the past or future.
If the time ratio is significantly lower than 1:8,
for example 1:3, this suggests that the person is more time
incompetent than the self actualizing person. If the score
is above 1:8, for example 1:12, this suggests that the person
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is excessively time competent and this may perhaps reflect
a need to appear more self actualizing than the person really
is
.
Interpretation of the
Support Ratio
The support ratio characterizes the degree to which
a person's mode of reaction is either "self" or Inner ori-
ented (I) or "other" oriented (0). it is important to under-
stand that the self actualizing person is both "other di-
rected in that s/he is dependent upon and supported by
other people's views and s/he is also "inner directed" in
that s/he is independent and self supportive. The degree to
which a person is each of these is expressed as a ratio. The
support ratio (0-1) of a self actualizing person is on the
average, 1 to 3
,
which means the person depends primarily
on his/her own feelings and principles and secondarily on
the feelings and principles of others in his/her life deci-
sions .
If a person's support ratio score is significantly
higher than 1:3, that is, 1:4 or above, it may be that this
indicates an exaggerated independence and reflects a need to
appear "too self actualized" in responding to the P.0.1. In
contrast, if the support ratio is significantly lower than
4
1:3, for example 1:1, it would suggest that the person tends
to find it difficult to trust either his/her own feelings or
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other's feelings in making important decisions.
Interpretation of Profile Scnrps
The profile scores refer to the 10 subscales that
reflect important facets in the development of a self actual-
izing person. Short descriptions of each of these subscales
appear on the profile graphs that report the actual data for
this part of the study. To interpret these scores, scores
that are above the average on these scales, that is, above
the mid-line shown by the standard score of 50. but below a
standard score of 60 are considered to be most characteris-
tic of self actualizing (S.A.) adults. The closer a per-
son s scores are to this range, the more similar are his/her
responses to the P.O.I. responses given by S.A. people.
The further below the score of 50 the person's scores
are, the more these scores are not like those of S.A. people.
If a person's scores on the profile are considerably above
60, the person may be presenting a picture of him/herself
that is "too healthy" or which overemphasizes his/her free-
dom and self actualization.
For the reader's ease in interpreting and understand-
ing the scores of the P.O.I. tests, charts that give the
range of scores for the Time and Support Ratios according to
the range of self actualizing, normal, and non-self actualiz-
ing are presented in Tables VI-5 and VI-6. Five profile
graphs (Graphs VI-1 - VI-5) are also presented to provide the
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reader with an understanding and description of the experi-
mental and control group's scores for both the pre test, post
test plus a comparison of the two groups in the pre and post
tests. The five graphs present the following profile scores:
Experimental group pre and post test scores
Vl~2. Control group pre and post test scores
VI-3. Experimental vs. Control group pre test scores
VI-4. Experimental vs. Control group post test scores
VI-5. Normal college sample vs. a self actualizing sample
^gain
,
the experimental group consisted of the 9 se-
lected Room To Move counselors who participated in the New
Staff training program. The control group was 9 peer sex
counselors from the Peer Sex program at UMass who also par-
ticipated in a year long program. The control group's train-
ing program was seen as a more formalized type of training
and therefore a comparison of the two groups would allow a
comparison between experiential vs formalized training ap-
proaches .
The two charts and the five profile graphs are pre-
sented below. Following this a brief interpretation of the
P.0.1, results will serve as a summary of this part of the
study
.
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TABLE VI-
5
RANGE OF SCORES FOR THE TIME RATIO
<TrTc>
Self Actualizing Range 1:6.7 (1:7.7)* — 1:10.5
Normal Range 1:3.6 (1:5.1) --- 1:6.5
Non-self Actualizing iiiiiii—
i
i—
iH (1:2.9) — 1:3.1
TABLE VI-6
RANGE OF SCORES FOR THE SUPPORT RATIO
(O-I)
Self Actualizing Range 1:2.7 --- (1:3.3)* — 1:5.4
Normal Range 1:2.0 — (1:2.5) — 1:2.6
Non-self Actualizing 1:1.1 — (1:1.4) — 1:1.8
*Note : The middle score in brackets indicates the
average optimum score for each range.
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GRAPH VI-2
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Interpretation of the P.o.I.
Test Results ~ L
The interpretation of the P.O.I. scores will be made
according to the profile graphs that represent the experimen-
tal and control groups. Each profile graph will be discussed
separately according to the Time and Support ratios, the sub-
scale scores and an overall interpretation of the profile.
Graph VI-1. Experimental
Pre and Post Test Scores
The overall impression that this profile gives is
that the experimental group generally falls within the self
actualizing range for both the pre and post tests.
In looking at the Time and Support ratios, the pre
and post test scores are strikingly similar. The group falls
within the normal range for the Time ratio in the pre test
and remains in this range in the post test. The experimental
group's Support ratio for both the pre and post tests are
within the self actualizing range. These Support ratio scores
are understood as being optimally self actualizing scores and
remain relatively unchanged from the pre to the post tests.
(Refer to Graph VI-1 for actual scores.)
The profile scores indicate that both the pre test
and post test scores fall within the self actualizing range.
The post test scores show a slight increase in the self ac-
tualizing values for all subscales except Existentiality
.
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The main conclusion to be drawn from this graph is
that Room To Move picked a group of self actualizing people
and the New Staff training program's impact on the self ac-
tualizing values of these people reinforced those values,
with the scores on the P.0.1, test improving slightly in the
post test.
Graph VI-2. Control Group
Pre and Post Test Scores
The control group scored generally in both the normal
and self actualizing ranges for the different subscales in
the pre test as well as scoring in the normal ranges for the
time and support ratios for the pre test.
An overall improvement was marked in the post test
scores. The time ratio improved for this group but still
fell within the normal range. The support ratio also im-
proved going from a high normal score to a low self actual-
izing score.
In the profile scores, all the subscales improves ex-
cept the Nature of Man score where the control group general-
ly saw the nature of man as less good than in the pre test.
The greatest improvements came in the scores for Existential-
ity and Capacity for Intimate Contact.
The main conclusion from the profile scores and
ratio scores is that the control group moved from high normal
scores in the pre test to scores that mainly fell within the
self actualizing range in the post test.
Graph VI 3. Experimental
Control pre Test Scor^Q
vs
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in comparing the pre test scores of the experimental
and control groups, the experimental group started out as a
slightly more self actualizing group than the control group.
The time ratio scores are very similar both falling within
the normal range while the support ratio yields more of a dii
ference between the two groups. The experimental group's su,
port ratio falls within the optimum self actualizing range
while the control group falls within the optimum normal
range
.
In the profile scores, the experimental group shows
consistently higher scores in all subscales, with the lar-
gest differences coming in Existentiality
, Nature of Man and
Capacity for Intimate Contact.
Graph VI-4. Experimental vs.
Control Post Test Scores
In an overall comparison of the experimental and con-
trol group post test scores, the two groups are much closer
in their self actualizing values than evidenced in the pre
test. While the experimental group improved slightly in the
post test, staying within the self actualizing range, the
control group made a greater improvement overall in the post
test and therefore the scores of the two groups are generally
within the self actualizing range.
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The time ratio scores of both groups in the post test
are quite similar and fall within the normal range. The con-
trol group scored slightly better in the time dimension. m
the support ratio both groups fall within the self actualiz-
ing range. The control group's score falls barely within the
self actualizing range while the experimental group's support
ratio score remains optimally self actualizing on this dimen-
sion.
In comparing the profile scores of the two groups,
the experimental group remains slightly more self actualizing
for most subscales except for the Nature of Man subscale
where the control group scored much lower than the experi-
mental group.
In comparison with the pre test scores of the two
groups, the control group moved closer to the experimental
group in self actualizing values on the post test. This
meant that the control group generally improved their scores
from the pre to the post test more than the experimental
group. However, because the experimental group fell within
the self actualizing range to begin with, there was not much
room for a values improvement and therefore, only slight im-
provement overall was evidenced.
One initial conclusion that can be drawn from compar-
ing the two groups' pre and post tests is that Room To Move
tends to select self actualizing kinds of people and its New
Staff training program maintains and reinforces these people's
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self actualizing values. The control group began as less
self actualizing people and became more self actualizing as
the result, presumably, of their training program.
It is therefore hard to compare the two training pro
grams per se
. The training programs for each counseling
group seem to enhance and reinforce self actualizing values.
Graph VI-5. A Normal College
Sample vs. a Self Actualizing
Sample
This graph is included here as a way to understand
the previous graphs. By comparing a self actualizing sample
with a normal college sample, the experimental and control
group scores can be more readily understood and interpreted
based on these generalized samples.
The results of the P.0.1, tests will be further ex-
plored in terms of their relationship to the other areas of
measurement in this dissertation in the last chapter of this
study.
Final Questionnaire Results
This section will try to communicate, through the
statements of each trainee, how each trainee's participation
in the New Staff training program and Room To Move in gener-
al, affected his/her personal growth and development. One
basic assumption that this training program makes is that the
personhood of the counselor is vital to the effectiveness of
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his/her counseling work. Continuing with this assumption, to
the extent that trainees have taken a look at and struggled
with their own problems, conflicts and troubles, that is the
degree to which they can be helpful to others in facilitating
their personal growth and development. Therefore, part of
the focus of this training program was for trainees to have
opportunities to work on their own personal growth within the
training classes.
While the P.0.1, tests established that Room To Move
selected self actualizing people as trainees, these tests did
not measure what these people did with this capacity in the
training. Therefore, the final questionnaire was conceived
as one way to gain insight into what personal issues were
crucial for each trainee this year and to gain an idea of how
this training program affected each trainee's personal growth
and development.
The format of the questionnaire was designed so that
trainees were to indicate three areas of self development,
describe these areas and then relate this to the training's
impact on these personal areas of growth as well as the
general effect of being a part of Room To Move for a year.
The trainees were asked to cite critical incidents, if pos-
sible, that might concretize their personal growth state-
ments .
Other areas that the questionnaire dealt with and
that will be discussed through the trainee's statements are:
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.
2 .
3.
The eiass process, how much of a facilitative
trainees ?
1"9 envlronment was experienced by
This
e
win P„? tYl^ a?d modelinc? of the trainer.ll also deal with how facilitative theramer was in helping to create a learninq en-vironment for people. g
Notions of counseling from each trainee. A basicidea of how each trainee goes about counseling
someone. y
The results of the questionnaire will be reported
according to the areas previously indicated: personal growth
and development, class process, leadership and modeling of
trainer and counseling notions by the trainees. All the
trainee's statements about each area will be reported before
going to the next area of inquiry.
Personal Growth and Development
The questions that relate to this part of the results
are sequentially as follows:
1. In reviewing this school year, what are 3 areas
in your life in which you feel you have grown
and developed? Name these and explain briefly
how you have developed and grown.
2. Please name and describe any importnat or critical
incidents that may have affected your growth in
the above areas.
3 . How has this training course contributed to or in-
fluenced your personal growth and development?
4. Please recount briefly 2 incidents or classes, if
any, that reflect the impact or influence of this
training course on your personal growth and devel-
opment .
5. How have the Tuesday/Thursday meetings and your
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general work and involvements at Room To Move
this
U
year?
Y°Ur personal growth and development
6
‘ ?
ame 2 incidents or experiences that high-light the general impact of working at Room ToMove this year on your personal growth and de-
velopment
.
The statements for each trainee concerning the above
six questions are presented below.
Gina
Senior, white female, age 22, majoring in psychology
through Campus Free College.
1. For the three areas of growth and development she
wrote
:
Counselor competency
. One area is in my sense of my
own competency as a counselor. When I first came to
RTM I had a background in gestalt and other concepts
but not real counseling experience. My experience
seeing my mistakes and my competencies in counseling
have added to a more secure feeling inside of myself
of my abilities and insight as to where I want to grow
more .
New friends at RTM . I have opened up a new avenue of
resources and friends that I did not have before. I
was relatively cut off from people except those I
knew at the New England Center. I feel I have many
new and potential good friends and relationships that
will also increase my growth and expanded perspectives
on life.
Survive traumatic times . I have seen myself go through
some rough times this year and come through on the
other side with a greater strength inside and wanting
to share my experiences with others in counseling or
personally. I have learned that going through what I
went through helps me to identify more with women going
through similar situations and I feel I have more to
offer as I experience and learn more myself.
2. For critical incidents that affected her growth
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f ™y ener9y into RTM like planningr i ing and doing outreach workshops have aided iny growing sense of my competency and feelings thatI have something to offer others.
Reaching out and being honest
helped me to feel closer with
of RTM.
with where I am at has
more people in and out
3. For the impact of the New Staff training on her
growth she wrote
:
Having a subgroup within the larger group to relate
to has added a kind of security and developing a close-
ness with others in the group through personal sharinghas helped me relax and feel more willing to take
risks in RTM.
Seeing the first videotape of myself as counselor has
given me a good perspective on how I have changed,
relaxed more as a counselor
,
know more what to ask orlook for when counseling, establishing a warm open
relationship with my clients.
Talking about counseling cases (supervision) in group or
triads and role plays have helped me.
4. Critical training incidents that impacted her
growth
:
First semester, doing a role play with Aundre in
which I was the telephone counselor blew me out a
little in not feeling I knew enough about being a
counselor and wanting to know more, like how to deal
with a crisis situation.
Getting feedback from others in the group as to how
they saw me and also in the fishbowl group reinforced
many qualities about myself that I saw but didn't know
if others did, like my ability to be attentive and lis-
tening, in contact with whoever was talking.
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5. General involvement at Room To Move as that af-
fected her personal growth. She wrote:
My involvement at RTM increased as I felt my confi-6n
^
e
t
n at’ilities and in myself. I felt reallv
inff^the^ 1?? °n responsability in terms oi trlin-
in what t
meetings-
-facilitating
— and puttingI felt was important in getting us more to-
owu
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?
or9anization . I have more a sense of myn personal power and responsibility in getting whatI want from RTM and giving what I call of what I know.
6. Two incidents highlight RTM involvement's impact
on her personal development. She wrote:
Bringing in Jack Rosenblum was a good experience for
me in. feeling that I was a resource for some goodtraining for staff members.
planning and running a workshop on interpersonal
communications for UMass students through RTM gave
me a sense of my abilities and desire to do more out-
reach workshops in the future.
Marie
Junior, white female, age 20, majoring in nursing
at UMass.
1. For the three areas of growth and development she
wrote :
Quiet person . I tend to be a quiet person, particu-
larly in groups or situations that I don't know the
people very well. But I think I've become more out-
ward at RTM also in my clinical area (nursing) within
the past few months. I feel very much at ease within
these groups, feel much more connected with them and
generally much more a member rather than a person who
happens to be in that group.
Politically . The issues of racism and sexism have
been a major consideration at RTM and I feel I have
benefitted from this a great deal. I learned many
of the facets that go into perpetuating both attitudes.
I've become more aware of my own attitudes that are
sexist/racist and have learned some ways to deal with
them.
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think and have many talents andbeing used. resources that are not
2.
Critical incidents that affected the above areas
,
she wrote
:
1 decided that it was crazy to sit back and be quiet
all the time as much as I am afraid of leading. I
really think I like that kind of role. in my futuregoals I see myself as some kind of leader. I guess
I decided that I had to make myself heard, that I dohave good ideas but unless I say them they won't beheard and I got tired of people telling me I amquiet
.
Largely, it was RTM that gave me a better awareness
of the above personal issues. My clinical experiences
also made me so much more aware of the sexist atti-
tudes and patterns that exist. My desire to be more
than just a nurse (who is usually seen as a mothering
type who passes out pills and makes beds) and the re-
sistance I've met from other nurses added to my aware-
ness.
3.
For the impact the New Staff training had on her
personal growth she wrote:
It's given me a chance to know some of the staff at
RTM better and that has really helped me feel more
connected with RTM. It was also a group to share
feelings and experiences with each other and that was
nice. Being a counselor was a new role for me and it
was a very good place to develop that feeling or role.
It was good for feedback and validation of feelings.
4
.
Critical training incidents that impacted her
personal growth and development:
The five hour class we held really made me feel much
more in touch with the people here. It made me feel
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ally Wanted t0 Share more a"d get more
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Crragement that 1 heard from Larry and thet ers to get me involved with RTM. Y
5. General involvement at Room To Move and how that
affected her personal growth. she wrote:
It has given me a lot to think about in many differ-
feelinq^boiJTmvV r?latS t0 peoPle ' sexism/racism,
feelings about
“d hOW 1 r6late to them
'
6. Critical incidents from involvement at RTM that
affected personal growth. She wrote:
A1 1 the talk and struggle over power, how do I fitinto the organization, etc. It really put me intouch with the fact that I didn't like being way atthe least powerful end of the organizational spec-trum. c
Bill
Senior, white male, age 25, army veteran, majoring
in counseling through BDIC at UMass.
1. For the three areas of growth and development he
wrote :
Interpersonal
. I have grown more comfortable being
with people on all levels, but particularly in group
situations
.
Political
. My awareness in issues of racism and sexism
particularly has developed greatly, by working these
issues in myself I have become better able to help
others deal with them also.
Transpersonal . Both the work I have done at RTM and
on my own has helped me to see the unifying force
which is the base of all people. By relating to this,
at the very least, I begin to see what all life has
in common and I often gain a better perspective on
working with others and with myself.
2062.
Critical incidents that affected the above areas
of growth:
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3.
For the impact the New staff training had on his
personal growth he wrote
:
It has helped me to refine my interpersonal skillsas well as providing alternative ways to deal with'
meS I hL
S
rp
UeS; By being in a supportive environ-ent ave gained m self confidence, especially
relate^dirprff
received much valuable feedback whichted directly to internal issues.
4.
Critical training class incidents that had impact
on his personal development:
The classes that we spent sharing our feelings to-
ward one another were great, open and honest feed-back can be extremely valuable. I know what I try
to express and it is good to hear how well what I put
out balances with what I want to put out.
5.
General involvement at RTM and how that affected
his personal growth:
I have been able to better refine my counseling skills,
learned how to deal with crisis situations and how
to relate better in groups. The all staff training
helped in raising my political awareness. My under-
standing of group process has also greatly increased.
6.
Critical incidents from involvement at RTM that
affected personal growth:
A counseling session with a gay man and supervision
with Nancy helped me to come to terms with my own
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homosexual fears and fantasies accent-that I had the power to foil™ them or no?™
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Working with Todd and Gina to put on a couple of
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Sed Confidence in »W-elf and
Maureen
Sophomore
, white female, age 19, interested inmajoring in Human Services at UMass.
1. For the three areas of personal growth and devel
opment she wrote :
Self confidence
. I feel that I've developed my sense
° f
i2°? fldence to a lar9e degree. I tend to see my-self being afraid of a lot of things and it seems that
I ve overcome some of those things by seeing myself,
my goals and what I've been doing in a more positivelight. This has given me the confidence to overcome
certain fears.
Emotionally
. I feel I've developed emotionally
through a relationship I'm having now. This rela-
tionship definitely has helped me get over my pre-
vious relationship because it is more mature but this
is by no means the whole reason that I've seen myself
coming together emotionally. I think I got sick of
myself emotionally before and had to change things.
It was lucky that someone could help me do this.
Clearer sense of self . I've grown in that I see my-
self more clearly, both strengths and weaknesses.
I feel more sure that I have it in me to work on my
weaknesses. And I'm not disgusted by any of them in
a way that takes away from my motivation to work on
them.
2. Critical incidents that affected the above areas
Recovering from a very serious relationship with a
man. It was immature to a certain degree because I
became so dependent upon it.
I see the friends that I've made this year helped me
a lot and Room To Move has been a main factor.
2083.
For the impact the New Staff training had on her
personal growth she wrote
:
It has helped in too many ways to really elaborate
• h
* as ically, it has been the points of view and
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he training group with that Iabout and relate both to my own personal lifeand counseling. I really see an incredible overlapbetween how I deal with my personal life and the coun-seling and vice versa.
4. Critical incidents in the training class that had
impact on personal growth:
(No comments were made under this question.)
5. General involvement at RTM and how this affected
her personal growth:
The staff meetings made me discover interest areas
that I wasn't aware of before. For example, I'm
really getting interested in the running of a center
like this and the coordination of everything. I'm
finding out the structure and the means by which it
works or doesn't work. I'm also getting interested
in educational outreach. Another really nice part
has been getting to know the people better.
6.
Critical incidents from involvement at Room To
Move that affected personal growth and development:
One thing that has had a great deal of impact is that
at the end of the first semester I decided that I
wasn't happy with how I was functioning in RTM and I
wanted to be able to come out of my shell and do some
things. I thought about this for a long time. It
was difficult for me to come out front with things.
But because I wasn't completely happy with my input
last semester, I worked harder and more enthusiasti-
cally this semester.
Andy
Junior, white male, age 20, majoring in psychology
in the honors program at UMass.
2091.
For the three areas of personal growth and devel-
opment he wrote
:
j^ademic growth. I think 1 have come to grips withmany theoretical concepts and systems of thoughtthat previously escaped me. y
interpersonal relationships
. I think (and feel)
^irTnT?-
beC
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0re mature in my relationships withs g ificant others in and out of RTM. I have gainedlanty into my typical modes of interaction withfriends, family and co-workers, etc. I feel morefreedom to change these basic modes, I have more
choice as I mature.
2. Critical incidents that affected the above areas:
Academically. I have taken several advanced coursesm psychological theory with excellent professors
and have done well in theirs' and my view.
My maturity in relationships is an ever evolving pro-
cess without many clear "critical incidents" and has
really developed this year. Everyone I have loved,
talked to, worked with, played music with has helped.
3. Contributions of the training to personal growth:
I think knowing, learning from, working with you,
Larry, has contributed more than the content of the
course. I have felt theoretically much more advanced
than the content material we have dealt with. I be-
lieve, however, that as a didactic model you really
helped me exper ience the fundamental concepts basic
to all counseling perspectives.
4. Critical incidents from the training that had im-
pact on personal growth:
I experienced trust when feeling able to share diffi-
culties with my roommate in the group.
I learned by following both the resistances and
growth of other group members as time went on.
5. General involvement at RTM and how this affected
his personal growth:
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6. Critical incidents from involvement at Room To
Move that affected personal growth and development:
I f ind it hard to pick out any one experience inthese critical incident questions. I feel growthand development for me is a real slow consistentprocess that each of life's events contributes to.Just the everyday business meetings (torture ses-Sions), hanging out at the center and especially do-
i?9
work Wlth clients each week has really madethe difference.
Aundre
Sophomore, black female, age 19, interested in
majoring in physical therapy at UMass.
1. For the three areas of personal growth and devel
opment she wrote:
Academics
. My understanding of the university and its
functions and how that applies to me. My whole out-
look on education and what that is all about has dras-
tically changed. A defeatist attitude has changed to
optimistic. I can do it if I want to and they can't
stop me if I fulfill my portion of the contract.
Understanding of different people . I've broadened
my attitudes towards people and can understand better
where people from different cultural backgrounds are
coming from.
Looking at own values . I realize you have to under-
stand yourself and what you are all about in order to
survive in this society.
2. Critical incidents that affected the above areas
On the edge of almost failing out of school I had to
grab myself by the boot straps and pull myself out
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To do this I had to check out how I
3. Contributions of the training to personal growth
and ask myself
s it mean.
"
assess
4 . Critical incidents from the training that had im
pact on personal growth:
5. General involvement at RTM and how this affected
personal growth and development:
Being a part of Room To Move as a group with so
many different kinds and types of people had given
me a much better understanding of many different
types of people. It doesn't matter what race, reli-
gion or creed, everybody is human and each has needs
that must be met.
affected personal growth:
Re-evaluation co-counseling.
Susan
Freshwoman, white female, age 18, interested in
majoring in counseling at UMass.
1. Three areas of personal growth and development:
Politically . My knowledge in September was broad
but vague and in this academic environment I have
learned a lot of specifics and have done much reading
in and out of classes.
6. Critical incidents from involvement at RTM that
Socially . I have grown in my ease in relationships
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with others friends, also tying in inwith my family. y a new way
Self competency. I have developed aS 1
,
not totally non-weakening sense
growing but
of my own
2.
Critical incidents that affected the above areas
Economics course. Learned a lot about politics.
A relationship with a man.
contact^fth
done
,
and everyone I have come intoact wi . It has been a really intense year.
3.
Contributions of the training to personal growth
I has made me look at myself by looking at my reac-tions to this class and in this class. I learned
some counseling points, especially through the video-tapes.
4 . Critical incidents that had impact on personal
growth from the training classes
:
The class that stands out in my mind is the one that
really made me realize why I objectived to the triad
counselor training and helped me to not feel badly
that I didn't agree with the concept. This was the
day we were to discuss parent's anger issues, it coin-
cided with the fact that I was going home that night
on a parent's crisis issue and I had no need to get
into it in a room full of people.
Secondly, the class in which we discussed the validity
of counseling after I put out that concern.
5. General involvement at RTM and how this affected
personal growth and development:
In several ways I have begun to assert myself more
and because of the need of conciseness, to express
myself with more clarity. The people at RTM are a
source of friendship for me and of information. I
have had to look at issues like racism and sexism
on a personal level and I feel that in total I am
clearer about these issues.
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Critical incidents from involvement at RTM that
affected personal growth:
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black male
'
age 22, majoring in pre-med
at UMass.
1. Three areas of personal growth and development:
Self confidence
. I am more vocal in groups and one
to one.
Self assured
. More conscious of when to keep quiet
and when to talk. I feel more sensitive to others and
my feelings. I learned how to be more compromising
without a loss of personal values.
Understand differences in people . I learned how
to respect others and like other people that are
different from me.
2. Critical incidents that affected the above areas
My personal diligence in working on my career.
The general process that went on in two counseling
courses I took, Larry's/Ken Washington's.
3 . Contributions of the training course to personal
growth
:
I am more confident, meticulous and aware of myself,
internally/externally and in the surrounding environ-
ment .
4.
Critical incidents that had impact on personal
growth from the training course:
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5. General involvement at RTM that affected per-
sonal growth:
* a sense of belonging, more self assurance, in-dependence, belief in others and genuine acceptance
of others. Also more direction on academic/personallife goals
.
6. Critical incidents from involvement at RTM that
affected personal growth:
The workshop with Bailey Jackson in RTM.
The counseling which I was able to do. I really
feel more confident about this.
Mary
Junior, white female, age 20, majoring in adolescent
counseling through BDIC at UMass.
1. Three areas of personal growth and development:
Personal awareness . I have become aware of both
my weaknesses and strengths and have taken a look at
the person I am and begun to evaluate her and see
the changes I want to make. I have also acted on
many of these changes and begun to take control of my
life
.
Interpersonal relationships . I feel that my interper-
sonal relationships, in particular one, has reached a
higher level of communication and understanding. This
has been caused by my putting out my needs and not be-
ing afraid to ask for what I need from others.
Counseling . I feel that my experiences at RTM have
greatly affected my personal image of myself as well
as giving me more confidence in my abilities as a
counselor. It has made me aware of many issues (rac-
ism/sexism) and has instilled a desire to be politi-
cally active in these areas.
2. Critical incidents that affected the above areas
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Being accepted as a staff member at RTM validatedmany of my feelings that my career focus siou?d bein counseling and afforded a much needed supportsystem at a personal level.
Being able to let
meeting any of my
go of a relationship that was
needs
.
not
3.
Contributions of the training course to personal
growth
:
It has been a time to connect with other new staff
members and other people who share many of the samethoughts, feelings and ideas which I have. it has
also seemed as somewhat of a link to the larger
1 fSel that the training (role plays, informa-
tion) have all been useful in developing my counsel-ing abilities. Receiving feedback has enabled me
to see how others see me and to make changes when
necessary
.
4.
Critical incidents in the training that had an
impact on personal growth:
The class in which we did the "guided fantasy" put
me in touch with a lot of hidden emotions.
5.
General involvement at RTM that affected personal
growth
:
Exposure to the ideas and skills of the other staff
members and to some extent sharing our personal
bias has had an impact on my personal growth. In
counseling sessions I am seeing a part of myself in
most clients and am learning a lot from the experi-
ence. Some of the training has been helpful in
specific areas. The conflicts at RTM have made me
aware of the many internal problems that any agency
would have
.
6.
Critical incidents from involement at RTM that
affected personal growth and development:
Two personal contacts
,
one with Lise and one with
Allen had a great impact on me. The first was in a
time of my own personal crisis. The other was a
sharing of thoughts and feelings.
Summary for Personal Growth
and Development
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From surveying the statements concerning personal
growth and development, the four most common areas or themes
of self growth were: (1) increased self confidence and person
al awareness; (2) increased awareness of interpersonal style
and a greater ease and security in interpersonal situations;
(3) greater political awareness of racism and sexism issues
as related to personal values; and (4) feelings of increased
competency in the counseling role and career development.
Most trainees cited the interaction of their involve-
ment in the New Staff training program. Room To Move in
general and their personal life's developments as vital as-
pects in determining these areas of personal growth and de-
velopment
.
In terms of how the New Staff training program had
an impact on these areas of personal growth, the trainees
generally cited these aspects of the training: (1) the sup-
portiveness and personal sharing that took place in the train
ing group experience; (2) the validation of personal feelings
and reactions experienced in the training classes; (3) feed-
back on personal styles of relating and individual counsel-
ing approaches; (4) the different ideas and perspectives of
the training group members; and (5) the trainee's involve-
ment with this particular group which served as a support
base within the organization for these people.
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Concerning their general involvement with Room To
Move and how this influenced their personal growth and de-
velopment the trainees cited these aspects: (1) more aware
of political aspects of helping and personal racist and sex-
ist attitudes; (2) more understanding of group process and in-
terest in organizational issues; and (3) the actual counseling
experience working in the drop-in center.
Class Process
This part of the questionnaire results deals with the
trainees perceptions and experience of the actual process
in which the classes were run. In reporting the statements
of the trainees, both the reactions of the first semester
training coming from the first semester's feedback sheet and
the final questionnaire reactions about the class process
will be included. The overall attempt is to get a reading
on the learning environment of the training and how facilita-
tive it was for the trainees' growth as counselors and people.
The three questions that were designed to get the
trainees' experience of the class learning process are as
follows
:
1. How would you describe the process, generally,
that has occurred in this training course?
(first semester's feedback sheet)
2. Please describe generally the process of this
course. Process means for example, the action,
interactions, learnings, ways we went about
these things in our course. (final question-
naire)
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3. How has this process been of help in yourdevelopment as a counselor? How has it qottenm your way of learning? (final questionnaire)
The reactions and statements made by each of the
trainees are presented below.
Gina
1* Description of first semester's class process:
The process has been open enough to allow for theflow of where the group is at. Some structurehas been provided that has facilitated furtherlearning
,
like a trust walk and the implications
that has in relation to client-counselor. I wouldlike more factual information provided in lecture
or readings in alcoholism and drug abuse.
2. Overall description of the class process:
i fe lt OK at times about the process, my interac-
tions and learnings. I felt good about the process
at times mostly when I invested myself like a role
play or sharing a counseling case.
I felt like I was in a growth-support group which
was good but which didn't get into very deep levels
of expressions or feelings. There was an easiness
and flow that I liked and sometimes I would have
liked more structure or a didactic talk on differ-
ent counseling methods.
3. How has this class process helped/hindered coun-
selor development?
Sharing and the process of an on-going small group
helped in giving me time to explore any questions
or issues I might have. Role plays were very help-
ful in seeing alternatives or how someone else might
handle a situation.
I don't really see that the process got in my way
as far as learning—except my need for more in depth
personal sharing.
219
Marie
1. Description of first semester's class process
‘
-^yseK!
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i “S9 ' 1 dor,,t know what 1 amg a I am afraid to share my feelinqs be-cause sometim^ they don't seem to make much sensetill I think about them for awhile later that day?
2 . Overall description of the class process:
°5 ^ction
,
interaction and learnings occurredthrough sharing with each other. There was also afeeling of support and concern within the group.
3. How the class process helped/hindered counselor
development
:
It got m the way because there being little struc-ture. It helped because we were all pretty much newto counseling and had many concerns, questions andfears that may have completely been ignored if theformat had been real structured.
Bill
1* Description of the first semester's class process
The group started not too sure of its abilities and
through encouragement, practice and some training de-
veloped self confidence. A level of trust also de-
veloped in the group which is still growing, where a
person may feel more comfortable to share things about
himself
.
2. Overall description of the class process:
The course was generally informal in nature, with
personal needs often determining what the training
would involve. Generally, progress from more simple
trust building things (getting to know each other,
sharing ourselves) to more specific and action related
things like dealing with certain kinds of problems.
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3. How the class process helped/hindered counselor
development
:
“d^duirar^ ree fl°Wing and structured to meetinaividuaUs well as group needs. We were oftenasked for input on topics we would like to havecovered. Though not actually getting in the way,at times it seemed that individual needs, which I
Pr°9ressed through or beyond, weredealt with for too long a time.
Maureen
1. Description of the first semester's class process
The process is a very personal one. This has been
excellent. It has opened the way for real communica-
tion. Larry, I think you have made the atmosphere
very easy for us. You have left so much open to us
as far as how much input we can give and this has
helped us all feel a big part of what is happening;
a big enough part to want to give of ourselves and
expose ourselves enough to really gain from it.
2. Overall description of the class process:
We basically expressed our feelings, concerns,
inadequacies and got to feel a group closeness with
one another. This definitely proved to be a strong
sense of my identity within Room To Move.
3. How the class process helped/hindered counselor
development:
It hasn't gotten in my way of learning. It has
helped to give me "food for thought" and broaden my
perspectives
.
Andy
1. Description of first semester's class process:
Loose, generally. I would like to have seen more
structured set up of role play counseling experience,
with any processing occurring after .
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2. Overall description of the class process:
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Aundre
1. Description of first semester's class process;
(She did not fill out the feedback sheet.)
2. Overall description of the class process:
People's needs were made explicit and the group
acted on those needs. Felt secure, place to discussfear and abilities as related to RTM . Felt a part
of a small group that gave me courage to work at
RTM. Had the chance to discuss any problem person-
ally or client problem.
3. How class process helped/hindered counselor de-
velopment :
(She did not react to this question.)
Susan
1 . Description of first semester's class process:
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2. Overall description of the class process:
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vague at times. The exercises we had to gough often struck me as too superficial, maybebecause I had done them before (the trust walk).Some good interaction in discussions, also when* weid concrete things like the medical training, thepharmacology, it was very helpful.
How class process helped/hindered counselor de-
velopment :
Once I tried counseling someone but I was really
conscious of following a set style, didn't work.
However, I have incorporated some important aspectsinto my style.
Hodges
1. Description of first semester's class process:
Open format. Emphasis on major topics of concern.
Using these concerns in role playing situations and
discussion of them as they occur in a variety of
situations. Development of the group as an inte-
grated self supported group.
2. Overall description of the class process:
Used triads, one to one counseling, lecture formats,
videotapes with group discussion and interpretation,
group processing, games using groups of various
sizes, role plays, guest speakers.
3. How class process helped/hindered counselor de-
velopment :
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Mary
1 . Description of the first semester's class process
I feit that it was well directed but the sessionsthat were most beneficial to me were the ones when
e perhaps directed ourselves, when we diverted fromtne plan onto present concerns we had.
2. Overall description of the class training:
The process combined facts, feelings and experiences
very well. We tried to be in touch with where we were
at each time and to some extent tried to direct the
meetings to address these feelings.
3. How the class process helped/hindered counselor
development
:
It has enabled me to see that facts do not make a
counselor a counselor. I feel that getting in touch
with one's reasons for being here, what one wants to
accomplish and then learning specific ways to go about
this has great importance.
Summary of the Class Process
In terms of describing the training class process and
how helpful this was in determining counselor development,
the trainees agreed that the class was basically informal and
open with much room for personal input. Most said they pro-
fited from this kind of a process. However, there were a
few people who criticized the training process for not being
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"structured" or directive enough. This structure vs. non-
structure issue in training will be pursued further in the
next chapter.
Because there were people in the training group with
varying levels of counseling experience, some trainees felt
that the training classes were too basic and they needed a
more advanced approach. Other's wanted to be "taught" or
led more than they were. This disparity of the trainee's
reactions highlights the difficulty of a training program in
meeting the needs of the individual trainees. Moreover, it
shows how hard it is for trainees to accept their own re-
sponsibility for meeting their learning needs.
Overall, the statements concerning the class process
tended to substantiate the theoretical intent of creating a
positive learning environment that would nurture the train-
ees and provide them with personal freedom to participate
and determine their own learning and development as a coun-
selor .
Leadership Style and Modeling
of the Trainer
This part of the questionnaire results looks at how
effective the trainer was in facilitating the training
classes and how his behavior modeled helping skills
and
qualities. The basic assumption that is being
examined here
is that the trainer’s facilitative behaviors
in the training
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group have a great deal
opment of the trainees.
a reading on the trainee
Of influence on the counselor devel-
The questionnaire results provide
's experience of the trainer’s model-
ing and facilitative behaviors.
The questions that relate to this area of training
come from both the first semester feedback sheet and the
final questionnaire. These questions were:
1. How has the trainer helped/hindered yourlearning? (first semester feedback sheet)
2. What specific skills and ways of relating hastrainer modeled in this course and how welldid he do this? (final questionnaire results)
Gina
1. Trainer's impact on learning first semester:
Larry is a good facilitator in this group in including
everyone in the discussion, in being honest about
where he is at. I haven't felt hindered by him that
I can recall.
2. The trainer's modeling behaviors in this course:
Larry modeled best for me active listening, warmth,
and clarification. I didn't feel as much modeling
in empathy and action in terms of my personally re-
ceiving negative direct feedback on my style and
looking at alternatives to my style of counseling,
for example spending more time on role playing and
feedback and on the videotapes.
Marie
1. Trainer's impact on learning in the first semes-
ter's class:
Larry does a really good job of making the atmosphere
really relaxed and comfortable. I also feel he cares
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s a difference because I
and desires from this
So the whole class ends
much the same goals, better
2. The trainer’s modeling behaviors in this course
:
Bill
1* Trainer, s impact on learning in the first semes
ter's class:
Helped. He is encouraging, presents his material
well and clearly, is always willing to take time todeal with an important issue. This has extendedbeyond the class time.
2. The trainer's modeling behaviors in this course:
The five skills (warmth, active listening, empathy,
clarification, action) were displayed frequently and
consistently. Personal openness and self disclosure.
Flexibility, able to modify approach during presenta-
tion to meet changing class needs. Self assurance
and consistency.
ter's class:
The trainer has only helped. Larry, you have made
it so easy for us to belong and have a hand in our
training and this has led us in so many good directions.
You are an easy person to get along with and I think
this fact has contributed to the open atmosphere within
the group. I think it is a compliment to you to see
Maureen
1. Trainer's impact on learning in the first semes-
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how smoothly our training sessions go because it isnot always an easy task to get things moving andflowing when the whole group is new.
2 . The trainer's modeling behaviors in this course
It has been modeled very well in terms of yourknowiedge and experience and therefore awareness ofwhat counseling involves.
You have demonstrated a great deal of warmth and em-pathy which has helped me discover for myself a lotof the other areas.
Andy
1. Trainer's impact on learning in the first semes-
ter's class:
I've learned a lot from you, Larry, in an almost
non-verbal non-specific way. By modeling some of
your counseling style I could see how it fit for me.
Also you are really a facilitative person in a group.
2. The trainer's modeling behaviors in this course:
Clearly warmth, listening, empathy, clarification,
not so much action. This is your model Larry! These
are skills and I think a way of life you excel at.
Aundre
1. Trainer's impact on learning in the first semes-
ter ' s class :
(Aundre did not fill out the first semester feedback
sheet
.
)
2. Trainer's modeling behaviors in this class:
A lot of understanding, positiveness to let people
say what they felt. Yet had control of the class.
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Susan
1. Trainer's impact on learning in the first semes
ter
:
I have felt better about Larry (as himself and asa member of the core group) than about any of theothers and know that if I have to discuss a client
doina
3
^
1 COUld
n
talk to him. I'd like to see himg more counselor modeling than he has done, butaside from that I think that his manner of leadingthe sessions, although sometimes we stray prettyfar, is for the most part really good. He is to me
a real and caring person.
2. Trainer's modeling behaviors in this class:
Very warm and easy and also I sense trusting or atleast wanting to trust and wanting to become part
of the group and not actually a leader. The ex-
pression of concern, sincere caring is Larry's
strength.
Hodges
1. Trainer's impact on learning in the first semes-
ter :
Patience in allowing me to finish when I become long
winded at times.
Making my contributions meaningful to the group.
Helping to facilitate mutual-support in the group.
2. Trainer's modeling behaviors in this class:
Just being there when you needed. Having the neces-
sary academic knowledge, but not forcing it on you.
Finding other ways to teach besides straight lectures.
Really used triads well to promote counseling process.
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ter
:
1. Trainer's impact on learning in the first semes-
that the sessions were open to anv kin^ c
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and changes. P 0 y l ds of comments
2. Trainer's modeling behaviors in this class:
He listened well, tried to make clarifications fed
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Summary of Leadership Style
and Modeling of Trainer
The trainees generally agreed that the modeling
behavior and leadership style of the trainer was highly
facilitative
. Trainees said that the trainer showed much
genuine concern and interest in them, both in and outside of
the class. They reported that he helped them feel a part of
the group, took time to respond to individual's expressed
needs and modeled in the group process helping approaches
involved in crisis counseling.
These statements also reinforced the idea that
leaders influence the learning process of their training
groups and that trainees tend to model some of their coun-
seling approaches after their trainer.
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Counseling Approach
This section will present a brief description by each
trainee of his/her counseling approach. in addition, a
statement of how the New Staff training course helped the
person develop this approach will be included.
One of the basic goals of this training program was
for each person to develop their own counseling style, ap-
proach and theoretical understanding of counseling. The re-
sults from the final questionnaire provide this specific in-
formation
.
The specific questions that were directed toward the
above purpose were as follows:
1. Describe in sketch form what you try to do when
working with a client.
2. How has this training course specifically helped
you develop the above counseling approach?
Statements by each of the trainees concerning the two
questions above are presented.
Gina
1. Your own counseling approach:
I try to: find out how a client is feeling throughout
a counseling session and explore those feelings, es-
tablish what a client wants from the counseling ses-
sion^), explore ways and alternatives of a client
getting what he/she wants, after first understanding
and clarifying how a client stops him/herself (like
fears, unreal expectations), have a client recognize
who he/she is now and how he/she is now before trying
to be or go somewhere that he/she isn't at, keep the
relationship open and acknowledge my feelings to the
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Bill
1. Your own counseling approach:
Create a warm and comfortable environment in whichthe client feels free to outline and discuss hisproblem.
Provide support to the client to work on problems.
Explore possible alternatives and point out destruc-tive behaviors or "tape loops" and help work these
through.
Empower client, possibly through building self
confidence, or letting him become comfortable with newlife schemes.
Mirror" client to himself and let him work this
with support.
Clarify the client's problems and help him deal with
them.
2. How the training has helped you develop your
counseling approach?
Through discussions and readings I have become better
able to help a client and by being able to work on my
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own issues in the training
anger class was especially
the triads.
classes has helped. The
good for this as well as
Maureen
1. Your own counseling approach:
J °
f a11 make the client feel comfortableon t like to start things out really heavy, justconducive enough for them to talk about what theywant and then they can lead into things to the degree
S
h?° S ? * think I ask too many questions and Ishouldn t do this. My intent is to get them to hearthemselves say what they've probably been going overm their head for awhile. This in itself helps andthen I try to see the main issues and talk about
those. I don't like to be too directive, but if Ifeel someone is deliberately ignoring certain points,
I become directive. Mainly, I want the person to hearhims/herself in a way that makes them see the issues
and see what it actually is that they are saying and
feeling.
2. How the training has helped you develop your
counseling approach:
I think that the ideas of everyone else have rubbed
off on me. I have listened to other people's ap-
proahces and combined them with my own. I think
that discussing these things as a group as we pro-
gressed in experience has helped us all to see more
clearly what we've actually been learning. It is
hard on your own sometimes to be able to pinpoint
what you've learned but discussing it with other
people who are going through the same process is
really necessary.
Aundre
1. Your own counseling approach:
Help client be comfortable enough to be able to ex-
press him/herself.
Try to find reasons for person coming into RTM.
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Andy
1* Your own counseling approach:
More and more
dually to each
I see my approach being tailored indivi-
client
.
To be able to do this I listen carefully and read be-tween and into the lines, that is the material put out.ty to allow the client to engage me in their charac-tenstic mode of interaction. I look most closely ateir racial
,
postural and other nonverbal expressions
wnich are often unconscious and outside the client'spresent awareness.
When I have a sense of where the client is at, how he
engaged with me in terms of process and content, Ibegin to respond more directively encouraging him tobecome aware of what (few whys) I sense. I try to
give the person space and support to reexperience and
to integrate parts of themselves they have disowned.
I could go on and on here. Basically, I have a ges-
talt like approach and I like to, for my own use,
theorize after the fact, using psychoanalytic, Jungian
or interpersonal concepts (also family systems) leav-
ing what 1 do with my client to here and now explora-
tions, experiments and sharing and experiencing.
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2. How the training has helped you develop your
counseling approach:
My counseling,
me develop this
order
.
reading and supervision have helped
core of my approach probably in that
Susan
1. Your own counseling approach:
(Susan literally sketched a diagram for this question.)
Basically what she reported to me in a follow upinterview was that she helps the client put outhis/her problems. The counselor listens well tothe client and reflects an understanding of the cli-
ent's problems.
2
. How this training has helped you develop your
counseling approach:
The most important part of what I've learned here is
to wait
. So Important. I have a way of asking many
perceptive questions that have the ability to either
force or cloud the issue, although some are good,
the person generally has worked through the issue
along at least one track in his/her mind and needs to
put that out before other perspectives can be used.
Another point is the need to be personal without a
hidden agenda, i.e., saying "yes, I've felt like that"
without saying when, how, etc.
Hodges
1. Your own counseling approach:
Meet the person, get relaxed, both of us. Have per-
son explain his/her issues, reasons for coming into
RTM. I ask how can I help. Explore a general life
history of client as relates to the issue. A process
of working through the problem using relevant tech-
niques. Completion of the session or the process.
Keep the counseling on a person to person level if
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1 . Your own counseling approach
(Mane also made an actual drawing for this question.)
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2. How the training has helped you develop your
counseling approach:
It has made me aware of the need to listen to what
the client is saying, trying to get a good under-
standing and feeling for it. One needs to have
clarity and patience in dealing with people.
The training brought out issues of counseling and
illustrated the process of counseling by pointing
out and isolating an issue to work on.
Mary
1. Your own counseling approach:
-Make client feel comfortable, let him/her talk;
-Respond, asking for clarification, paraphrasing.
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2. How the training has helped you develop your
counseling approach:
By offering suggestions on ways to be an effective
counselor, offering feedback on my approach. Thehandout "The Helping Relationship."
Summary of the Counseling
Approach
Basically, the trainees presented a brief glimpse of
their own working theory and approach to crisis counseling.
These statements, it is assumed, come from the practice and
experience of each trainee's involvement in working at Room
To Move. These statements represent both many of the work-
ing principles of helping that people at Room To Move opera-
tionally espouse and the individual understandings and style
of the different trainees.
Outline and Analysis of In-service
Training and Supervision
This section provides an outline and description for
each semester's in-service training and supervision plus a
brief analysis of each semester's work is included. This
section is included to give the reader an understanding of
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the other training and organizational experiences in which
the trainees participated.
First Semester
During the month of September, the Tuesday and Thurs-
day morning meetings were used to finalize working contracts,
set up working schedules, get back in touch with staff mem-
bers, finalize hiring and money stipends and select a new
group of counselors and peer alcohol educators, coming from
the N.I.A.A.A. grant.
The following schedule of events is an outline of
what happened for the training and supervision in the fall
semester
.
Sept . 30 Introduction and Inclusion of New Staff
Oct
.
2 Oppression Workshop I
Oct 7 Organization, Procedures and Structure
of Room To Move
Oct 9 Oppression Workshop II
Oct 14 Alcohol Values Clarification
Oct
.
16 Racism Workshop (Judy Katz, consultant)
Oct 21 Rape Task Force Workshop
Oct
.
23 Alcohol Physiology
Oct 28 Alcohol Counseling I
Oct. 30 Alcohol Counseling II
Nov . 4 Small Group Counseling Supervision
Nov 6 Sexism, Sex Role Stereotypes
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Nov
.
11 Small Group Counseling Supervision
Nov. 13 All Day Racism Workshop (Judy Katz, consultant)
Nov 18 Staff Football Game
Nov
.
20 Racism Follow-up Workshop (Judy Katz)
Nov. 25 Small Group Counseling Supervision
Dec
.
2 Ropes Course
Dec 4 Small Group Counseling Supervision
Dec 9 First Semester Feedback Questionnaire
Dec 11 Reviewing the Semester's Training
This semester the training generally focused its ef-
forts on two themes, Oppression and Alcohol. The oppression
workshops were aimed at helping Room To Move staff understand
social-political forces such as racism and sexism and how
racist and sexist values can profoundly undermine people. It
was also brought out that these oppressive forces in our
society are at the roots of many individual's psychological
conflicts and disturbances. These workshops also helped
staff look at our own racist and sexist attitudes which have
been socialized into us and influence our perceptions of
people different than us.
Racism was the main focus of the fall training in op-
pression and the staff worked hard to understand and combat
their own racist attitudes. There were some workshops on
sexism but these were not as in-depth or volatile as the anti-
racism training.
With the new alcohol grant creating a major focus on
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alcohol education and counseling at Roora To Move
, a blocK of
training time was used to present alcohol content issues,
values clarification around alcohol use/abuse and counseling
issues and approaches involved in helping people with alcohol
problems
.
There was some interest expressed in doing physical
outdoor activities to promote staff community. Therefore a
football game was held and a special physical education tram
mg called the ropes course was set up for the staff.
Because of so many interest groups lobbying for
training time-racism, sexism, alcohol—the counseling super-
vision groups were not held on a regular basis. This was
seen as somewhat inadequate. However, the on-site supervi-
sion in the center made up for some of this insufficiency.
One criticism that could be leveled at this semes-
ter's training program was that the trainers did not ade-
quately explain to the new people the rationale for training
so much in the area of oppression. The impetus for this
training had come from the previous year's history when many
felt that we had never adequately understood or supported our
minority effort at Room To Move. There were also covert dif-
ferences among the leaders at Room To Move that were not made
explicit to the staff. These had come from the still linger-
ing concerns people had about the coordinator's role and
leadership at Room To Move that had surfaced the spring be-
fore as a huge conflict at Room To Move. It was difficult to
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share with the new people exactly why the interpersonal dy-
namics within the meetings were at times strained. The mam
concern the staff expressed about this semester's training
was that people didn't share as deeply about the issues. A
holding back of feelings was perceived as a major part of the
process
.
Overall, however, most everyone reported they learned
and discovered many things about themselves in relation to
racist attitudes and felt good about the alcohol training.
Second Semester
The second semester began with the concern that the
Room To Move staff felt somewhat out of touch with the cur-
rent student needs. This inspired a staff needs assessment
project where Room To Move staff systematically interviewed
a sample of students from the residential areas, commuters
and student affairs agencies on campus. This project was an
attempt to try to update our services to make them as rele-
vant as possible to students.
Out of this survey, the staff found that Room To Move
was not that well known, especially among freshman, and that
Room To Move's image was still limited to a drug help center
in most students' minds. The survey also found that students
were most interested in attending workshops on life planning,
alternative highs and interpersonal relationships.
The result of this final aspect of the survey engen-
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dered the formulation of a Tuesday evening educational ser-
ies, organized and led by Room To Move staff, that offered
many of the kind of workshops that students indicated an in-
terest in.
This needs assessment project and also formalizing
our schedules and contracts for second semester took all of
February in our Tuesday and Thursday meetings.
The following training workshops were held, beginning
in March, during the second semester.
March 2
March 4
March 9
Counseling, Different Approaches to theInitial Interview
Life Planning I
Small Group Leadership (Jack Rosenblum,
leader)
March 11 Small Group Leadership (Jack Rosenblum,
leader)
March 16 Supervision Planned
v staff conflict arose about someone's concern
about racism at RTM. Another racism training
was planned from this.)
March 18 Life Planning II
Spring Break
April 1 Racism Workshop
April 6 Small Group Supervision
April 8 Racism Training Translated into a Staff Com-
mitment to Minority Effort at RTM
April 13 Small Group Counseling Supervision
April 16 All Day Organizational Meeting to Work out
Leadership Conflict (Bailey Jackson, consultant)
May 4 Staff Feedback to Each Other
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The second semester training and supervision general-
ly reflected the tone at Room To Move which was conflictual
and angry with much confusion and disorganization. The posi-
tive training sessions were acknowledged as the first work-
shop on different approaches to the initial interview in
counseling and the small group leadership workshops led by
Jack Rosenblum
.
Up until the all day organizational meeting with
Bailey Jackson, much of the leadership conflict was not made
explicit within the entire staff, but was clearly stated with-
in the Core Group. It all centered around dissatisfaction
with the leadership of the Room To Move coordinator and a
strong move by many Core Group members to have a new leader
at Room To Move. This conflict ran subtly through most of
the Tuesday and Thursday training and supervision meetings
and created a negative situation for the organization as a
whole
.
Following the all day organizational meeting, most
of the rest of the Tuesday and Thursday time was used to re-
view Room To Move as an organization and reformulate the pro-
gram in an attempt to revitalize it. Much staff conflict was
evident and an explicit leadership crisis was present. Exam-
ples of this were unplanned meetings, irregular supervision
meetings, factions developed within the staff, rotating facili-
tators for every meeting and a generaly feeling of alienation
experienced by everyone. The pressure to change the coordina-
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tor at Room To Move was enormous and this conflict was dis-
functional for Room To Move. it was a very tough and drain-
ing time.
At the end of the year, the coordinator resigned to
take another position and a new leadership and structure de-
veloped by the staff. New hope and a firmly avowed commit-
ment to revitalize and carefully plan Room To Move for next
year was made by the staff. in this very difficult process,
most of the toughest organizational issues and contradictions
that are inherent in running an alternative agency surfaced
and were dealt with. in this sense, staff members had to
face and understand many of the most crucial considerations
that lay at the heart of organizational development.
Summary of Results Chapter
This chapter began with a brief introduction to the
newly selected group of counselors studied in this disserta-
tion and proceeded to describe the actual training classes
conducted for each semester. The results and some tentative
conclusions for each of the three areas of evaluation were
presented as well as an outline and analysis of the in-ser-
vice training.
In the last chapter of this dissertation an attempt
will be made to summarize the body of this dissertation and
the findings that emerge from the results. The most salient
conclusions and recommendations that have emerged from this
study will be spelled out in detail.
CHAPTER VII
SUMMARY
, CONCLUSIONS AND RECOMMENDATIONS
Summary
This study was conceived as a way to articulate the
counselor training model used for selecting and developing
peer crisis and drug counselors in the New Staff training pro
gram at Room To Move and to investigate the impact of this
training program on the growth and development of a group of
trainees both as counselors and as people.
Specifically
,
this study focused on a new group of
Room To Move counselors selected for the 1975-76 school year
who participated in the New Staff (pre-service) training pro-
gram which was designed to prepare them for on-going work in
the drop-in center at the University of Massachusetts.
The main purposes of this study were to: (1) articu-
late the training model, methods, philosophy, rationale, as-
sumptions and actual implementation such that a similar pro-
gram could be replicated in another setting; (2) devise an
evaluation methodology that was both consistent with the
training model and would allow for an assessment of the ef-
fectiveness of this program in developing competent peer cri-
sis and drug counselors for Room To Move; and (3) test out a
pilot evaluation tool, the Crisis Counselor Effectiveness
244
245
Scale
,
that was used as a means of assessing the crisis coun-
selor competency of the trainees in this study.
An assessment of the impact and effectiveness of this
training program was based on investigating three areas of
development for the group of counselor trainees: (1) crisis
counseling skills; (2) values associated with self actualiza-
tion; and (3) the trainee's own personal growth and develop-
ment. it was assumed that these areas of development are
vital factors in the development of effective counselors. A
rationale for these three areas of study was provided in
Chapter V.
These three areas of investigation were assessed
according to the following evaluation methods: (1) rated pre
and post test videotapes made of the trainees doing an ini-
tial counseling session according to the C.C.E.S.. (2) Pre
and post P.0.1, tests that looked at the self actualizing
values of the trainees both at the beginning and end of the
training. A control group made up of 9 peer sex counselors
from the UMass Peer Sex program was also tested similarly so
that a comparison could be made between the two types of
training programs, experiential vs. a more formalized model
of training. (3) Two questionnaires, a first semester feed-
back sheet and a final comprehensive self report question-
naire were designed to find out, from the trainee's own ex-
periences, how this training program impacted their personal
growth and development as well as their counselor develop-
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ment. Other areas that were explored in the questionnaires
were: (1) an assessment of the class process and learning
environment; (2) the leadership style and modeling of the
trainer? and (3) the theoretical notions of the trainees con-
cerning their own approach to counseling.
In order to establish a firm understanding and founda-
tion for this investigation, this study included the follow-
ing information. In Chapter I, the purposes of the study,
the background of the problem and the statement of the prob-
lem were presented. A selective review of the professional
literature on peer counselor training programs was offered
in Chapter II. Specifically, this review examined the role
and viability of peer counselors, the methods and procedures
advocated for selecting peer counselors and the different
training models and methods employed by peer counselor pro-
grams based in higher education settings.
A brief overview, description and history of Room To
Move, the student staffed peer counseling and education cen-
ter at UMass, was presented in Chapter III. This counseling
agency was described so that a better understanding of the
context out of which this training program took place could
be established.
Chapter IV presented the actual model , methods and
philosophy of the New Staff training program. Included in
this chapter were the purposes of the New Staff training pro-
gram, the nature of counseling practiced at Room To Move,
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the philosophy of this experiential training approach, the
learning assumptions that underlie the training, the goals
and objectives of this training program, the training ration-
ale and methodology and the learning structures used in this
kind of training model. in addition, a description of the
New Staff selection procedures and process and the in-service
training and supervision programs at Room To Move were in-
cluded .
Chapter V presented the general design of this study.
The three areas of evaluation that were established to inves-
tigate the effectiveness and impact of this training program
were articulated and a rationale for each was provided. The
actual implementation of the evaluation instruments was also
described as well as the training of the raters used for the
videotape ratings according to the C.C.E.S.
The results of the study were reported in Chapter VI.
First, the selected counselors who were studied in this in-
vestigation were presented and following this a description
of the actual training classes was presented. Each of the
three areas of evaluation and the results of these studies
were reported in this chapter.
The rest of this final chapter will attempt to draw
conclusions and articulate the specific learnings that have
been generated from this dissertation. Recommendations and
implications that arise from this study will also be dis-
cussed at the end of this chapter.
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Conclusions of the Study
In this section, the results of each area of evalua-
tion will be discussed and scrutinized according to whether
they prove or not the hypotheses of this study postulated in
Chapter V. Significant conclusions will be underscored as a
way to highlight the findings that have emerged from each
area of study. Discussion will follow some of the conclu-
sions to expand or qualify some of the findings presented in
each area of study. The final summary of conclusions will
serve to describe the overall impact and effectiveness of
this exper ient ially based training program.
Development of Crisis
Counseling Skills
An assessment of the trainee's development of crisis
counseling skills was made by rating pre and post test video-
tapes of the trainees doing an initial counseling session.
The ratings were made on the C.C.E.S., a pilot evaluation in-
strument constructed specifically for this study.
The results of this ratings showed that the training
group significantly improved its abilities to provide facili-
tative conditions for each of the rated crisis counseling
variables: Warmth, Active Listening, Empathy, Clarification.
The results of the ratings were determined as statistically
significant by applying a Sign Test for Two Correlated Sam-
ples. For the results see Tables VI-1, VI-2, and VI-3.
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Hypothesis Tested
The hypothesis postulated in this study concerning
the development of crisis counseling skills is as follows.
Hypothesis
. The New staff training program willt
J
aln®e
f
significantly develop and increasetheir facilitation skills as indicated by ratinqsOt pre and post videotaped counseling sessions ofne trainees assessed according to the C.C.E.S.
Based on the results, the above hypothesis can be
accepted
.
In designing this part of the evaluation, the con-
struction of the C.C.E.S. and the use of videotape as a means
for evaluation assessment were crucial. Therefore, these as-
pects of the evaluation will be included in the conclusions
for this area of the study.
Conclusions
1 • The New Staff training program, employing an ex -
perientially oriented, group centered approach, was success -
ful in helping the group of trainees to significantly develop
and improve their crisis counseling skills over the course of
a school year .
As a group, the trainees generally improved their
crisis counseling skills from not quite facilitative (2.47)
to more than minimally facilitative (3.40).
2
.
The Crisis Counselor Effectiveness Scale, tested
as a pilot evaluation tool in this study, can be considered a
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For the purposes of this study the C.C.E.S. was seen
as an adequate measure. However, for broader use as an in-
strument, a much more operationally defined instrument that
is further field tested is necessary. The raters needed to
depend too much on their subjective, relative judgments to
make ratings because the variables were not sufficiently de-
fined behaviorally
.
This scale shows promise as a model for crisis coun-
seling. The five variables in the C.C.E.S. were conceived
as the necessary and sufficient conditions for positive cri-
sis counseling impact.
3 • The use of videotape to record role play coun -
seling sessions for the purpose of counselor evaluation is a
desirable and direct mode for assessing the crisis counseling
skills of trainees .
This form of data collection for counselor assess-
ment gives the closest approximation of what a real counsel-
ing session is like and how trainees would approach such a
situation. It is therefore seen as a most profitable form
of data assessment.
4 . The use of videtaped counseling work of the
trainees as a learning tool for the trainees is a powerful
method of feedback and counselor development.
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Many of the trainees reported that it was extremely
helpful to see themselves on videotape and get feedback on
their counseling approach. Wolz and Johnston (1963) have
noted that there is a very positive reaction that results
from using videotape feedback for counselor training. They
found that trainees gain greater confidence and awareness of
personal qualities as the result of viewing themselves on
videotape
.
5 • Evaluation methods should be consistent with the
selection and training methods employed by a counselor train -
ing program and reflect the training ideology .
The creation of the C.C.E.S. and the videotaped role
played counseling sessions of the trainees for evaluation
purposes were consistent with how these trainees were both
selected and trained. The use of this role play and direct
feedback are essential learning tools and selection methods
employed by Room To Move. Therefore, this evaluation method
was part of a coherent training process in the New Staff pro-
gram.
Development of Self
Actualizing Values
-
This area of study attempted to determine the train-
ing program's impact on the self actualizing values of the
training group. This was done by administering a P.0.1, stan-
dardized test, both pre and post, to the training group (ex-
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perinatal group). In addition, a control grQup^ ^ ^
counselors from the Peer Sex program at UMass were also
tested similarly. it was hoped that a comparison between
the experiential training model of the experimental group and
the more formalized training of the control group could be
made
.
The results of the P.0.1, tests, shown and described
graphically in Chapter VI, indicate that there was no signifi-
cant different between the pre and post tests of the experi-
mental group. Both overall group scores fell within the self
actualizing range. The control group, however, showed im-
provement in its P.0.1, scores from pre to post test. Gener-
ally, the control group moved from high normal scores on the
pre test to low self actualizing scores on the post test.
Hypotheses Tested
1 he hypotheses in Chapter V postulated the following
in this area of study.
Hypothesis I . Participation in the New Staff training
program will significantly impact the trainee's
self actualizing values according to a comparison
of pre and post test P.0.1, scores.
Hypothesis II . An experiential training approach will
have a greater developmental impact on trainee's
self actualizing values than a more formalized
training approach. Therefore, Room To Move train-
ees will increase their self actualizing values
significantly more than the control group from the
Peer Sex program based on a comparison of the pre
and post P.0.1, scores.
Based on the results reported in Chapter VI, hypothe-
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Sis I was not proved since there was not a significant dif-
ference in the pre and post test scores of the Room To Move
training group. Hypothesis II was also not proved since the
experimental group did not change its self actualizing values
significantly more than the control group from the pre to the
post test P.o.I. scores. The control group, in fact, im-
proved their overall scores from the pre to the post test
more than the experimental group.
Discussion
Because there was no significant difference between
the pre and post P.O.I. scores for the experimental group the
first hypothesis was not upheld. However, because the experi
mental group scored within the self actualizing range on the
pre test there was really no way to have a significant im-
provement on the post test. The post test results showed a
very slight improvement on most of the scores while remain-
ing within the self actualizing range.
Because the control group scored lower than the ex-
perimental group in the pre test, they had some room to im-
prove their scores and that is what happened. The control
group improved from mainly high normal scores to low self
actualizing scores.
Conclusions
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X
' test scores of th . M „...
self actually nn
program are y w1 ^.^
~an exce ^ 1ent^jtfay__of^pjc)eing^ se if actualizing n,ml . for
counselor positions .
The New Staff training program validates and rP-
inforces those sej^actuali , lng values held bv t.ra<nco .
ii^ted bV the ^°^£S£es^f_both the pre and
3
‘
—
-
e New staff training program tends to select
and, nurture inde^ endentl^inded people as indicated in the
optimally high support ratio P.o.i. SCores for both the pre
and post tests for the experimental group
.
4
‘
-
more fo™alized training program can have some
impact on counselor tra inee's self actualizing values as in-
dicated in the improved P.o.i. scores of the control group
from the pre to the post tests
.
5 • The P. O.I. test is not an adequate measure for
examining the differences between experiential and more for -
malized approaches to counselor training
.
Personal Growth and Development
One major aim of this study was to investigate the
impact of the training program on the trainee's personal
growth and development. It was theorized in Chapter V that
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the personal growth and development of a counselor corre-
lates positively with a counselor's ability to provide
facilitative conditions in a counseling relationship (see
page 128). Therefore, this training program has emphasized
the treatment of its trainees in the training process.
Two questionnaires were prepared to find out from
the trainees how they developed personally during the train-
ing year and how the training program influenced their own
personal growth and development specifically. In addition,
the questionnaires were designed to get feedback on: (1) the
class process and learning environment; (2) the leadership
style and modeling of the trainer; and (3) the current no-
tions that the trainees have concerning their own counseling
approach
.
The actual written responses of the trainees regard-
ing the different areas covered in the questionnaires were
presented fully in Chapter VI. This served the purpose of
offering the reader a full account from each trainee of his/
her experience of being trained as a counselor and working as
a counselor at Room To Move for a year. From this, the
reader can draw his/her own conclusions about the impact and
influence of this training program on the development of its
trainees
A summary of the main generalizations that can be
made concerning the different areas explored in the ques-
tionnaires is presented below.
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Summary of Questionnaire Results
Generally
,
the trainees indicated they felt they had
personally developed and grown over the school year and that
the training program and their involvement at Room To Move
had influenced their personal growth. Specifically, the
areas that were mentioned most often as areas of growth and
development were:
1* Increased self confidence and personal awareness;
Increased awareness of interpersonal style and agreater ease and security in interpersonal situa-tions ;
3. Greater political awareness of racism and sexism
issues as related to personal values; and
4. Feelings of increased competency in the counsel-
ing role and career development.
The trainees, in reporting the impact of the training
program on the above areas of personal growth and develop-
ment, cited the following aspects of the training as being
crucial to their self growth.
1. Supportiveness and personal sharing that took
place in the training group;
2. The validation of personal feelings and reactions
experienced in the training group;
3. Feedback on personal style of relating and indivi-
dual counseling approach;
4. The different ideas and perspectives of the
training group members; and
5. The trainee's membership within this training
group which served as a support base for these
people within the organization.
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Hypothesis Tested
The hypothesis offered in Chapter V for this area of
inquiry is presented below.
Hypothesis
. The New Staff training program willpromote personal growth and development in its
trainees as indicated through a self report by
each trainee at the end of the program.
Based on the previous summary of the questionnaire
results
,
the above hypothesis can be accepted.
Conclusions
1 • The New Staff training program's experiential
,
group centered approach fosters personal growth and develop-
ment in its trainees by offering general supportiveness
,
validation of immediate experience, encouragement for person-
al sharing of feelings
,
ideas, perspectives, feedback on
personal style of relating and individual counseling approach
and a support base within the larger organization .
2
. Specif ically
,
the New Staff training program
helps trainees increase their self confidence
,
personal and
interpersonal awareness, security in group situations and
counselor competency .
There have been numerous studies to show that peer
counselors profit greatly from the self development that oc-
curs from their involvement in training and working as coun-
selors. Brammer (1973) claims that peer helpers are fre-
quently helped more than the helpers. He cited the follow-
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ing reasons: (1) increased status of the peer counselor; (2)
the strengthened self image as a result of being aske(J ^
help; and (3) the positive self regard through giving rather
than taking.
Riessman (1965) surveyed non professional and peer
helpers and concluded that the benefits for these counselors
come from: (1) the demands of the specific helping role;
(2) increased feelings of prestige; and (3) awareness of new
ways the helper is perceived and treated. Reinherz (1962)
and Stollak (1969) both found that college students working
in mental health settings achieve a greater self understand-
ing than those who don't.
Ware and Gold (1971) in writing about the peer coun-
seling program at Los Angeles City College, conclude that
peer counselors themselves reap benefits from helping others
Peer counselors, they suggest, become mentally and emotion-
ally healthier within the community college framework.
The above evidence serves to confirm the findings of
this investigation concerning the personal growth and devel-
opment of counselor trainees. In the author's opinion one
of the important reasons many people seek to become counsel-
ors is for their own treatment and self growth.
Egan (1975) reinforces this notion of personal growth
being a fundamental factor in counselor development by stat-
ing, "A helper is first of all committed to his own growth
for he realizes he must model the behaviors he hopes to help
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others achieve" (p. 22 ).
In addition, Rogers (1957) postulated that training
aimed at the personal growth and development of the counselor
increases congruence and self esteem for the trainees which
is then transmitted to the client as a gain in these areas
through association with the counselor.
3 * Through selection of minority people for staff
Rositions and training that looks at racist and sexist issues
o f oppression at Room To Move, counselor trainees can gain
a greater understanding and sensitivity to how their own per-
sonal values about minority people and women can be oppres -
sive in a helping relationship
.
The above method has been the main strategy used by
Room To Move to develop anti-racist and anti-sexist atti-
tudes, practices and programs. The impact of this method
was shown by many trainees indicating their growth in these
areas
.
Summary of Questionnaire Results
for Class Process
,
Leadership
Style and Counseling Approach
These areas are seen as vital parts of the training
program and have a direct influence on how well the training
program promotes personal and counselor development in train-
ees. These areas of the training program are briefly summar-
ized below before the conclusions for this section are
spelled out.
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Class Process
Mainly, the trainees said that the group process in
the New Staff training classes was informal, open and rela-
tively free so that personal concerns could be voiced and
dealt with. Most trainees said that they profited from this
process. However, there were varying feelings about the open
structure of the group. Some trainees said they wish there
had been more structure provided for the training classes
while some felt that the openness suited their needs best.
Since the level of counseling experience and background var-
ied among the trainees, some of the more advanced trainees
voiced their feelings about the training classes being too
basic. Some of the trainees newer to the helping role wanted
to be "taught" and led more than they were.
Some trainees also expressed a sense that people held
back from deeper sharing of feelings and self disclosure.
This was manifested at times by a reluctance of some of the
trainees to participate in role plays. Some trainees said
that they wished the leader had pushed harder in working with
this reluctance.
Leadership Style and Modeling
of the Trainer
The trainees' comments regarding the leadership and
modeling of the trainer generally stated that he was highly
facilitative in style and approach. They said that he showed
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much interest and concern for them as individuals both in-
side and outside of class. He modeled good helping approaches
within the group and helped trainees express their feelings
and concerns within the group. Trainees also said that he
helped them feel a part of the training group.
Counseling Approach
The trainees each presented a brief statement about
their own approach to crisis counseling. These statements
show the range of practice and understanding of counseling
that the members of this group possess. These theoretical
statements (see Chapter VI) give the reader an impression of
the many counseling principles and assumptions that guide
the counseling work done at Room To Move.
Hypothesis Tested
The hypothesis for this area of study presented in
Chapter V is presented below.
Hypothesis
. The self reports from the final question-
naire of the Room To Move trainees will serve to
reinforce and validate the interactions, leader-
ship approach and learning process of the New Staff
training program.
Based on the summary of the questionnaire results,
the above hypothesis can be accepted.
Conclusions
1 . The learning environment in the New Staff train -
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ing program that created a class process of informs
openness, with freedom to meet personal needs and voice imme -
dia te concerns, reactions and feelings helped foster n»r.„n.i
growth and development in the trainees.
2
*
-
training program should begin with a more struc-
tured approach and gradually, as the group matures, allow the
classes to be open to structuring from the emergent concerns
and learning needs of the trainees
.
The New Staff training program started by giving the
trainees much room to do what they wanted for their training.
This initial openness caused, for some people, too much an-
xiety. Because beginning counselors look for handles to gain
some comfort in establishing their role as a counselor, some
class structure to deal with these concerns should be created.
This approach, of beginning with a more structured training
and gradually giving the responsibility of determining class
activities to the trainees, is consistent with Hersey and
Blanchard's (1972) notion of group leadership. This theory
holds that as a group becomes more mature there is less need
for leader initiated structure.
3 . The leadership style and modeling behaviors of
the trainer have a great influence on the development of the
training class process and the helping approaches of the
trainees
.
The influence of the trainer on the trainee's learn-
ings in counselor preparation was discussed by Carkhuff (1969).
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He asserts that it is important that a trainer be functioning
at high facilitative levels of behavior since research shows
that trainees move in the direction of their trainers in
facilitative behaviors.
4
•
-
trainer who participates in the training class
by sharing his/her personal feelings, ideas, and issues and
models his/her counseling approach in the training class
State s 9 r°up cohesion and counselor development
.
^ • Counselor trainees profit from articulating
their own theory of counseling based on their own experience
of and practice of counseling
.
The emphasis of this training program has been on the
trainee's self development and individual development of a
counseling approach. Accordingly, there was also a premium
on trainees forming their own notions and assumptions about
helping
.
Brammer (1973) advocates that peer helpers should
develop their own theory of helpfulness. This theory, he
suggests, should consist of: (1) personal values and goals
in counseling; (2) notions about the nature of humanity; and
(3) theory of behavior change.
The trainees in this program not only wrote about
their counseling approach in the final questionnaire but ear-
lier wrote down their ideas about what is a healthy person.
Both of these exercises served to help the trainees concret-
ize their own personal theory of helping.
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Overall Summary of Conclusions
This study tried to examine the impact and effective-
ness of the experientially based, group centered New Staff
counselor training program at Room To Move. It was deter-
mined that three areas would be evaluated in an attempt to
judge how well this training prepared its counselors.
In the results and conclusions sections of this dis-
sertation, the findings of the three areas of evaluation were
reported and conclusions were made. The findings of the
study were that:
1* The trainees as a group did significantly improve
their crisis counseling skills according to the
C . C . E . S
. ;
2. The trainees as a group were tested as having
self actualizing values both in the pre and post
tests of the Personal Orientation Inventory;
3. The trainees did report that they experienced
growth and development both as people and coun-
selors; and
4. The trainees reported that the class process and
learning environment and the leadership and model-
ing of the trainer in the New Staff training pro-
gram had a positive impact on their growth and
development as counselors.
These findings point to the ideas advanced earlier
in this study that the personal growth of trainees affects
the trainees' ability to provide facilitative conditions in
the helping relationship. In other words, as growth in one
of the three areas of counselor development occurs, growth
in the other areas is likely to occur.
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From all the findings established in this study, the
general conclusion that can be made is:
The New Staf f training program at Room To Move has a
significant impact on the personal development of the train-
--
es
'
—
their self actualizing values and is effective in help -
ing them develop crisis counseling competency. Therefore
,
this training program and model can be regarded as successful
in developing effective peer crisis and drug counselors
.
In pilot testing the Crisis Counselor Effectiveness
Scale as an evaluation instrument for discerning crisis coun-
seling competency, the P.0.1. test was secondarily employed
to validate this instrument. In correlating the Warmth vari-
able on the C.C.E.S. with the subscales for Interpersonal
Sensitivity on the P.0.1, and Empathy on the C.C.E.S. with
the subscales for Feeling on the P.O.I., it was found that
the training group improved significantly on the rated
Warmth and Empathy variables and scored very high on the
self actualizing values for Interpersonal Sensitivity and
Feeling both on the pre and post tests.
These correlations cannot be viewed as significant
yet one can generalize that the training group does value
Feelings and Interpersonal Sensitivity and did improve their
facilitative abilities for Warmth and Empathy. Therefore,
these results tend to point to a validation of the C.C.E.S.
as an instrument worth developing further. In addition,
these findings also reinforce the notion of the personal
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growth and development of the counselor effecting counseling
skills development.
Recommendations and Implications
As a way of concluding this dissertation, a list of
recommendations will be offered as suggestions for developing
and improving upon the New Staff training program at Room To
Move. These recommendations are based on the author's ex-
perience of training the new group of Room To Move counselors
investigated in this study and also come from the improve-
ment suggestions offered by the trainees in their final ques-
tionnaire .
Some implications that are derived from exploring and
examining the potentials of this particular counselor train-
ing model will be briefly offered as areas that could be de-
veloped out of this model in the field of counseling educa-
tion and human services work.
Recommendations for Future
Training at Room To Move
These recommendations will be made according to the
areas of selection, training and evaluation.
Selection
1. Revise the initial application form for selection
to include some values questions about racism, sexism and the
helping role.
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Have the final applicants do a short role play
counseling session, if possible, to assess their level of
counseling ability and use this for helping each refine their
counseling approach for those that are selected.
Training
1. Articulate clearly at the beginning of the
training program the training model and methods used in this
experientially oriented training system and explain the ra-
tionale behind this model of training.
2. Design a day long training session at the begin-
ning of the training program to begin the community building
inclusion process of the training group.
3 . Use videotape as a training tool early and often
in the training classes as a way of assessing counseling
strengths and weaknesses as well as a supervision tool for
counseling
.
4
. Stress the importance and use of role plays and
triad counseling work as crucial to counselor development and
have the group do a lot more of this kind of work.
5. When the training group becomes more grounded in
the practice of counseling put out some different counseling
theories and models in the training classes.
6. Show films or videotapes of good examples of
counseling so that the trainees can see what constitutes a
good counseling model.
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7. Use a group encounter model for some of the
classes later in the training when the group has become co-
hesive
.
8. When called for, present some factual material on
drugs and crisis management principles.
9. Recommend more relevant readings for the trainees
to do outside of class.
10. In the second semester training, have the train-
ees take on more responsibility for designing and leading
training classes.
11. Emphasize the Action step in crisis counseling
model as important in helping others deal with crisis periods
12. Bring in outside resource people for certain as-
pects of the training.
Evaluation
1. Design a consistent system for counselor feed-
back and evaluation that is spelled out at the beginning of
the year and is used throughout the year as a way to help
each trainee grow and develop as much as possible.
2. Further explore the use of videotaping and rat-
ings of these tapes according to the C.C.E.S. as a way of mak
ing final evaluations of the counselors at Room To Move.
3. Develop and refine the C.C.E.S. for extensive
use by making better operational definitions of the five es-
sential variables.
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4. Other areas of evaluation that could be explored
are the use of peer designed and implemented evaluations and
client evaluations of the effectiveness of their helpers at
Room To Move
.
Implications of This
Training Model
Because this study has established that this experien-
tial counselor training model is effective in promoting per-
sonal growth and development in its trainees, it would seem
likely that- this training model could be considered as a
treatment model applicable to group therapy. The concept of
having clients in group therapy participate both as counsel-
ors and clients or helpers and helpees has enormous poten-
tial. Conceptually, this training model views the process
of growth and development as working on your personal con-
flicts as well as facilitating other's self growth. This
training model can thus be explored as a group therapy model.
This training model can be used for the development
of non-professional as well as professional counselors. It
is also applicable to short staff development workshops em-
phasizing the use of role plays, counseling skills develop-
ment and values clarification. Because of the personal qual-
ity of this training, many professional helping agencies can
profit from a workshop based on this experiential training
model especially in terms of group morale and examination oi
current staff issues.
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This experiential training approach can also be
adapted to a group supervision model. Because this training
approach deals with development of facilitative skills, values
clarification and self growth and development, it can be con-
ceptualized as a way of developing effective communications
toward a better form of interpersonal living that extends to
making this world a better, more humane place to live and
grow. This approach trusts and puts faith in the natural
goodness of humanity and people's basic striving toward com-
petency, self actualization and wholeness.
At the heart of this training approach is a fundamen-
tal belief that through the good works of one person helping
another that we, as people on this earth, have the capability
to evolve into peaceful, cooperative, self motivated, caring
human beings who exist not for ourselves alone but that our
own happiness and growth is determined by our giving and
helping others to achieve their positive potential through
self understanding.
Politically, this training model does not believe in
elitist notions of counseling or counseling development. It
assumes that many people are capable of being helpful to
others and that with some specialized training they can be-
come effective at facilitating someone else's growth and de-
velopment. This means that people in any community could re-
ceive adequate mental health assistance and not have to rely
on professional high priced therapists for help if community
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people are trained to provide such services. Ultimately,
all people should have the right to excellent mental health
services and not be restricted because of economic or cul-
tural factors.
Any community could set up their own helping agency,
rely on trained indigenous counselors to staff the agency and
be able to serve their people adequately.
If anything this study has tried to demonstrate that
good mental health care need not come from only the profes-
sionals but that a good training program can identify, select
and train effective non—professional helpers who can ade-
quately meet the mental health needs of people in any given
community
.
Gluckstern (1973) in doing a study on training peer
drug counselors in the community set the background of her
study by asserting that the "third revolution" in mental
health may well have its roots in the following statement:
"What this country needs is a good five dollar therapist."
She also stated that:
If one is to join the revolution in mental health
one must be willing to experiment with new approaches
to find a model for training effective counselors.
(p. 5)
This dissertation has put forth one new approach to counselor
training that can be used to develop inexpensive and effec-
tive community therapists.
APPENDIX A
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NAME
FINAL QUESTIONNAIRE FOR RTM COUNSELOR TRAINING COURSE
The purpose of this questionnaire is to help you pulltogether and make sense of what this year's training coursein counseling has meant to you in terms of your personalgrowth and counselor development. As you know, it is designed
to give me data for my dissertation. Please respond to eachquestion as fully and concisely as possible. Thanks for yourhelp.
I . PERSONAL GROWTH AND DEVELOPMENT
The first set of questions are concerned with your
personal growth and development this year since September.
Conceptually, I believe that personal growth and development
are strongly related to development as a counselor.
1. In reviewing this school year, what are 3 areas in your
life in which you feel you have grown and developed? Name
these and explain briefly how you have developed and grown.
2. Please name and describe any important or critical inci-
dents that may have affected your growth in the above areas.
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3
. How has this training
your personal growth and
course contributed to or
development?
influenced
Please recount briefly 2 incidents or classes, if any,that reflect the impact or influence of this training course
on your personal development and growth.
5. How have the Tuesday/Thursday meetings and your general
work and involvement at RTM influenced your personal growth
and development this year?
6. Please name 2 incidents or experiences that highlight the
general impact of working at RTM this year on your personal
growth and development.
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II. COUNSELING APPROACH
with
D
a
S
client
ln SketCh form what you try to do when working
2. How has this training course specifically helped you de-
velop the above counseling approach?
3 . How has the trainer helped you develop your basic counsel-
ing approach? How has he not been of help?
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hi. training process and TRAINER'S style
1.
Please describe generally the process of this course.rocess means for example, the action, interactions, learnings,ways we went about these things in our course.
2.
How has this process been of help in your development as
a counselor? How has it gotten in your way of learning?3.
What specific skills and ways of relating has the trainer
modeled in this course and how well did he do this?
4.
In trying to improve next year's training, what would you
emphasize, eliminate, add to the training?
277
NAME
FEEDBACK QUESTIONNAIRE
Taking into account your feelings, reactions and ex-perience of the New Staff counselor training course, pleasenil out the following questionnaire.
1.
What was the most memorable or meaningful time for you inthis course and why?
2.
What have you valued most in these training sessions?
3.
What have you learned about counseling in this training
course?
4
.
What do you feel you need to make yourself a better coun-
selor?
2785.
How would you describe the process,
occurred in this training course?
generally, that has
6.
Please comment on how your own participation in this
course has helped and/or hindered your learning.
7
.
How has the trainer helped and/or hindered your learning?
8.
Please give an overall evaluation of this semester's
training course.
9. How would you improve this course for next semester?
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RATING SCALES FOR COUNSELOR EFFECTIVENESS SCALE
Warmth 12345
Active Listening 12345
Empathy 12345
Clarification 12345
Action 12345
Warmth 12345
Active Listening 12345
Empathy 1-2 3 4 5
Clarification 12345
Action 12345
Warmth 12345
Active Listening 12345
Empathy 12345
Clarification 12345
Action 12345
Warmth 12345
Active Listening 12345
Empathy 12345
Clarification 12345
Action 12345
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